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ABSTRACT 
College adjustment has been attributed to many factors . Whereas some students 
make the transition to college with relative ease, others experience many adjustment 
difficulties. This study examined the role of personality type in students' levels of 
adjustment to college. 
II 
One hundred and seven male and female, first year students participated in this 
study. In determining the level of adjustment of students, the Student Adaptation to 
College Questionnaire (SACQ) was administered. Dependent variables were the four 
SACQ subscales (academic adjustment, social adjustment, goal commitment/institutional 
attachment, personal-emotional adjustment) and the SACQ full-scale score. Independent 
variables investigated were the four Myers Briggs Type Indicator dichotomies 
(Extraversion/Introversion, Sensing/Intuition, Thinking/Feeling, Judging/Perceiving), 
place of residence, gender, and four College Adjustment Scale (CAS) subscales (family 
problems, career problems, self-esteem problems, interpersonal problems). Results 
suggested that Extraversion and Perceiving contributed to social adjustment; however, 
the Relative Pratt Index suggests that the contribution was not important. Finally, Judging 
contributed to academic adjustment. 
While many of the CAS problems scales were significantly related to the 
adjustment scales, the most significant finding was that the self-esteem problems subscale 
was a particularly effective indicator of all areas of adjustment as well as overall 
adjustment. 
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CHAPTER ONE 
Introduction 
College adjustment is a construct not easily defined. It encompasses a variety of 
behavioural, cognitive, and emotional characteristics observed in students. Past research 
on college attrition has generated considerable interest in students' adjustment to the 
college environment. In the United States, it is not uncommon for an institution to expect 
a 20% attrition rate during the first year of study (Gerdes & Malinckrodt, 1994). A 1994 
national study by Wong (1992) examined attrition rates at 13 Canadian universities. The 
average attrition rate for first year students was 24%, with a range of 12.1% to 43.5%. 
These extremely high rates emphasize the importance of continued research into college 
adjustment. 
The transition to college or university "is a time of upheaval as well as a time to 
develop independence and other social skills" (Robbins, Lese, & Herrick, 1993, p. 343). 
It is also a time of decision making: courses to take, majors to study, and careers to 
choose. Whereas some students make the transition to college with relative ease, others 
experience many adjustment difficulties. 
Adjustment has been defined as "processes by which people respond to 
environmental pressures and cope with stress" (Rathus & Nevid, 1992, p. 9). Adjustment 
is also concerned with understanding ourselves and our social and physical environment, 
using that understanding to set realistic goals, and using our abilities to control our 
destiny (Goethals, Worchel, & Heatherington, 1999). Grasha and Kirschenbaum (1986) 
add that adjustment is concerned with our success and failure in matching existing skills 
Personality Type in College Adjustment 2 
and abilities to events in our lives. Goethals et al. (1999) state that the individual who 
copes successfully and effectively with personal and situational demands is well adjusted. 
Tinto (1993) has adapted Dutch anthropologist VanGneppe's theory of adjustment 
and applied it to higher education. Using this model, Tinto defines adjustment to college 
as a process characterized by movement through three phases: separation, transition, and 
incorporation. Separation occurs when the student leaves the familiarity of home and 
community to attend college. Transition occurs during and after separation, and is 
identified by the period during which the student attempts to adjust to the social and 
academic milieu of college. The final phase, incorporation, occurs after the completion of 
separation and transition. Incorporation is completed when the student has gained a sense 
ofbelonging and integration into college life. Like Tinto, Bragg (1994) characterizes 
adjustment as the process of "students moving from dependence on parents to becoming 
functioning, independent individuals" (p. 1 ). Both definitions of adjustment clearly 
exemplify the developmental, dynamic, and transitional nature of adjustment to college. 
However, there is no universally accepted definition of college adjustment. Most 
research has focussed on identifying the components of college adjustment or the 
outcomes of both positive and negative adjustment. Hurtado (1994) states that common 
elements of studies that have focussed on college adjustment are that "they refer to some 
level of psychological distress (or lack thereof) and concerns about a variety of 
dimensions of a student's role that include both the personal, social, and academic arenas" 
(p.7) 
While many studies have examined academic and social adjustment, self-esteem, 
personality traits, and family attachment, little research has included these variables along 
Personality Type in College Adjustment 3 
with personality type or type preferences. Therefore, the following research will examine 
the possible relationship between individual personality type preferences and college 
adjustment. 
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CHAPTER TWO 
Review of Literature 
College adjustment has been attributed to many factors. According to Baker & 
Siryk (1984), the student's ability to adjust to the first year of college is significantly 
correlated with attrition rates, GP A, appeals for psychological services, and involvement 
in on-campus social activities. In contrast, Grayson and Cauley (1989) focus on 
maladjustment and emphasize several developmental tasks as its source. These tasks are: 
separation from family, identity formation, and achieving intimacy with peers. They 
further add that environmental factors such as increased academic workload, and 
temptations and expectations regarding sex, dating, and drug and alcohol use also 
influence adjustment. 
Researchers have examined other factors associated with college adjustment such 
as: separation and attachment (Hoffman 1984; Lapsley, Rice, & FitzGerald, 1990), self-
esteem (Panori & Wong, 1995; Protinski & Gilkey, 1996; Zuckerman, Keiffer, & Knee, 
1998), social support (Kenny & Stryker, 1994; Mallinckrodt, 1988; Robbins, Lese, & 
Herrick, 1993; Schwitzer, Robbins, & McGovern, 1993), family relations (Hoffman & 
Weiss, 1987; Holmbeck & Wendrei, 1993; Kenny & Donaldson, 1992; Lopez, Campbell, 
& Watkins, 1986; Rice, Cole, & Lapsley, 1990; Rice & FitzGerald, 1995), and vocational 
undecidedness (Baker & Siryk, 1984; Lucas & Epperson, 1990). Many ofthese variables 
interrelate or overlap. For example, successfully separating from one's family would not 
occur in isolation. Rather, it would impact the student's self-esteem, social support 
network, and could perhaps result in a more established sense of identity formation. 
Another example, the increased academic workload of a student can impact the amount 
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of time spent with peers, thus lessening the opportunities for social support, and possibly 
resulting in adjustment difficulties. 
It is clear that the majority of studies have focussed on academics, attrition, 
socialization, personality traits, and various aspects of normative adolescent development 
relative to college adjustment. In spite of these efforts, the academic and student services 
professionals in post secondary institutions often "do not cooperate and collaborate to 
deal with holistic student development" (Gilbert et al., 1997, p. 107). Indeed, some 
services, including counselling, tend to be passive or reactive rather than active and 
proactive and depend entirely on self-selection (Gilbert et al. 1997). Gilbert et al. (1997) 
report that some counselling centres report more than 40% of students waited more than a 
week to see a counsellor. This might suggest that there are an increasing number of 
students seeking personal counselling. However, the passive nature of the service, as well 
as student self selection, indicates that adjustment difficulties may be even more 
widespread due to the lack of identifying students with adjustment difficulties who do not 
seek counselling services. Furthermore, there is a need to examine the problem of college 
adjustment and whether it is essentially an academic problem, a developmental problem, 
a family problem, an institutional problem, or a combination. 
In this review, various aspects of, and variables related to college adjustment will 
be discussed. First, the following four aspects of college adjustment will be discussed: 
academic adjustment, social/interpersonal adjustment, personal/emotional adjustment, 
and goal commitment/institutional attachment. Second, a number of variables that are 
thought to contribute to college adjustment will be discussed. These variables are self-
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esteem, family attachment problems, career decision-making, place of residence, 
personality traits, and finally personality types. 
Aspects of College Adjustment Academic Adjustment 
Academic Adjustment 
Academic adjustment involves more than the student's academic performance as 
reflected in GPA or level of achievement. Baker and Siryk (1984) state that adjustment to 
college depends on the students' "attitudes towards academic goals and the academic 
work they are required to do; how well they are applying themselves to their academic 
work; the effectiveness or sufficiency of their academic efforts; and the acceptability to 
them oftheir academic environment and what facets it is offering them" (p. 181). More 
recently, Gerdes and Mallinckrodt (1994) report that "time management, study skills, 
anxiety management, and an appropriate course load may be helpful for building 
confidence, and, ultimately, academic success" (p. 287). 
A comprehensive survey of first year students in Canadian universities identified 
the workload associated with university studies as a major problem for students (Gilbert 
et al., 1997). They attribute this finding to the possibility that "first year students devote 
no more time to their studies than they did in high school" (p. 55). Further support ofthe 
importance of studying is research conducted by Astin ( 1993) that showed "hours spent 
studying positively related to all academic outcomes" (p. 375). 
Research conducted by Smith and Baker (1986) examined the relationship 
between deciding on an academic major and adjustment to college. Findings indicated the 
more decided a student was about a major, the easier the student's adjustment to college. 
From her study of adjustment among college women, Tomlinson-Clarke (1998) 
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concluded that year of study was significantly related to academic adjustment. She noted 
that junior and senior students reported more increased levels of coping, motivation 
towards goals, and effort than did first year students. 
Social I Interpersonal Adjustment 
Astin (1993) says that interpersonal skills acquisition is not associated with hours 
spent studying or GP A, but is correlated with the number of years of study, suggesting 
the effects of college are cumulative. He further suggests that interpersonal skills are 
positively affected by leaving home to attend college, student-to-student interaction, and 
taking writing courses. On the other hand, he points out that interpersonal skills are 
negatively affected by use of a teaching assistant, watching television, and studying 
abroad. 
Gilbert et al. (1997) claim "first-year student experience in the social sphere is 
critical to the development of a sense of belonging- a feeling of being comfortable and 
connected in college" (p. 23). Interactions with classmates, friends, faculty, and other 
college personnel, according to Gilbert et al. (1997), result in social integration. 
Similarly, Astin (1993) and Mallinckrodt (1988) report that growth in interpersonal skills 
involves socializing with classmates and friends, spending time in student clubs or 
organizations, and participating in other on-campus activities. 
Another term synonymous with social integration, which has been used 
extensively to define interpersonal adjustment is social support. Social support has been 
defined as a coping strategy to reduce or eliminate stressful conditions, thereby 
enhancing adjustment (Valentiner, Holahan, & Moos, 1994). One ofthe most commonly 
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reported difficulties in adjusting to the college environment is the student's feelings of 
loneliness and being homesick (Gerdes & Mallinckrodt, 1994). 
A number of findings in the literature on social support and interpersonal 
relationships indicate the importance of both in college adjustment. Schwitzer, Robbins, 
and McGovern (1993) note that "supportive interactions with others may serve an 
ameliorative function, bolstering the person's sense-of-self, promoting more effective 
adjustment" (p. 21). Mallinckdrodt (1988) concurs and adds that the "absence of social 
support may add to potential feelings of loneliness and alienation" (p. 61). 
A study by Hays and Oxley (1986) examined the development of social support 
networks among college freshmen. Findings showed that females interacted more 
frequently with their network members than did males and the number of fellow students 
in a student's network was the most strongly related variable to college adjustment. They 
state that for first year students, social interactions with peers that are recreational in 
nature "may promote adaptation by helping the freshman become familiar with and 
integrated into the university milieu and student role" (p. 312). 
Researchers have examined a personality construct, goal instability, and its 
possible interactions and influences on social support (Robbins et al., 1993; Schwitzer et 
al., 1993). Goal instability is a student's self-perceived consolidation of goals and 
"reflects within the self a lack of a mature system of values and goals to direct efforts 
towards achievement" (Schwitzer et al., 1993). According to Robbins et al., (1993) 
students reporting high goal instability will "be confused about self and have difficulty 
getting work done or initiating action" (p. 343). Conversely, students reporting low goal 
instability are described as "optimistic, persistent, resourceful... energetic, resolute, and 
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goal oriented" (p. 343). In one study, Schwitzer et al. (1993) investigated interaction 
effects between levels of goal instability and an orientation class, and students' 
perceptions of support. Their findings indicated that social support served a promoting 
function for high functioning student groups, rather than a buffering or an ameliorative 
function for low functioning groups. In other words, and contrary to predictions, students 
who would most benefit (high goal instability) did not use the available social support, 
whereas students with low goal instability did use the available social support. 
In their study of the mediating effect of goal instability on social support, Robbins 
et al. (1993) found that the higher the level ofbelonging support, the higher the level of 
personal adjustment for students with low goal instability. Conversely, for students with 
high goal instability, the level of belonging support had little or no effect on personal 
adjustment. The most significant finding was that individuals with low goal instability 
had higher academic and personal adjustment scores, whereas students with high goal 
instability had lower academic and personal adjustment scores. 
Perceptions of insufficient social support have also been shown to predict attrition 
for both Black students and White students (Mallinckrodt, 1988). In his study of 171 
White and 98 Black undergraduates, Mallinckrodt (1988) found that support from the 
college environment was most important for Black students, whereas family support was 
most important for White students. However, he reports that the results make no 
distinction between sources of on-campus support (e.g. faculty, peers, staff). He contends 
that further research is needed to examine the different effects of on-campus social 
support. 
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Contrary to these findings, Kenny and Stryker (1994) argue that support from 
family members is positively associated with both personal and social adjustment for 
Black students, whereas obtaining support from college friends was positively associated 
with both social adjustment and institutional attachment. These findings accentuate the 
differing needs of students from culturally diverse backgrounds. 
Personal/Emotional Adjustment 
Gilbert et al. (1997) state that some Canadian studies have looked at what happens 
to a student's self-confidence over the course of the first year. They report that over the 
first year, a decrease in student self-confidence was found at both the University of 
Manitoba and, with first year Science students, at York University. In addition, the 
University of Manitoba, York University, and the University of Guelph reported gender-
based differences. Females rated themselves lower in thinking and reasoning skills, have 
less confidence about academic and intellectual ability, and have more confidence in 
work habits and study skills. Males, on the other hand, rated themselves higher in 
problem solving ability, decision-making skills, and quantitative skills . 
In an investigation of college adjustment in adolescent women, Protinsky and 
Gilkey (1996) examined the perceptions college women had of their relationships with 
their parents, levels of individuation, and how these perceptions were related to college 
adjustment. Their findings suggest a relationship between a young woman's sense of 
individuation or process of using rational thinking as the basis for personal decision 
making, and self-esteem. They concluded that the individuated young woman is often 
better adjusted, and that the better the young woman perceives her adjustment, the more 
highly she thinks of herself. 
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A study by Leong & Bonz (1997) hypothesized that students who use active 
coping strategies, such as making an action plan and following it through, would be better 
adjusted academically than students who use emotion-focussed strategies, such as merely 
becoming upset and venting about their difficulties. In fact, they reported that active 
coping was predictive of both academic adjustment and personal/emotional adjustment. 
In other words, students who used active coping strategies were found to be better 
adjusted emotionally and academically than students who used emotion-focussed coping 
strategies. 
Identity-achieved college students, according to Adams, Gulotta, and 
Montemayer (1992), "use planful and logical career decision making styles" (p. 76). 
Santrock (1993) asserts that "an individual who develops a healthy identity is flexible and 
adaptive, open to changes in society, in relationships, and in careers" (p. 348). Grayson 
and Cauley (1989) postulate that it is the college student who makes the "critical identity-
related choices and commitments" rather than the younger adolescent (p. 1 0). Examples 
of choices include making decisions about which college or university to attend, which 
academic major to choose, religious values and affiliations, and preferred type of social 
network. However, Kalsner (1991) asserts "indecision about college and career goals is 
highly appropriate for young adults, who are struggling to develop a sense of identity and 
an orientation towards the future" (p.4). 
Panori and Wong (1995) examined the relationship between students' self-
concepts and their satisfaction with adjustment to college. Findings indicated significant 
relations between self perception scores and scores for both academic and social 
adjustment. For example, students who were satisfied with their adjustment had high 
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scores on several self-concept subscales. Earlier research conducted by Lapsley, Rice, 
and FitzGerald (1990) looked at attachment to parents and peers, identity, and college 
adjustment. They examined both personal and social identity in relation to college 
adjustment. Personal identity was defined as concerning "one's private conception of self 
and feelings of continuity and uniqueness" whereas social identity was defined as 
concerning one's roles and relationships' (p.562). They found that attachment to parents 
and peers predicted academic and personal-emotional adjustment in first year students. 
For other students (defined as upperclassmen), parental and peer attachment predicted 
personal-emotional adjustment, social adjustment, and goal commitment. These findings 
suggest that secure attachment relationships contribute to adjustment throughout the 
college years. 
Goal Commitment/Institutional Attachment 
Gerdes and Mallinckrodt (1994) point out that some studies have investigated 
institutional commitment, a concept, they say, is closely related to academic adjustment. 
Institutional commitment involves a firm determination to complete a degree and a strong 
attachment to one's college or university (Baker & Siryk, 1984; Bean, 1980; Munro, 
1981; Terenzini, Lorang & Pascarella, 1981). 
The interest in goal commitment and institutional attachment has been generated 
based on Tinto's model of institutional departure, which was the first to explain why 
students leave college or university. Tinto (1987) explained: 
.. .individual departure from institutions can be viewed as arising out of a 
longitudinal process of interactions between an individual with given attributes, 
skills, dispositions (intentions and commitments) and other members of academic 
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and social systems ofthe institution. The individual's experience in those 
contexts, as indicated by his/her intellectual (academic) and social (personal) 
integration, continually modify those intentions and commitments. Positive 
experiences - that is, integrative ones - reinforce persistence through their impact 
upon heightened intentions and commitments both to the goal of college 
completion and to the institution in which the person finds himself/herself (p. 
113). 
In other words, the student's family background, individual attributes, and high 
school experiences interact with each other to influence the individual's commitment to 
the college or university and to persisting to graduation. Conversely, unsatisfactory or 
negative experiences serve to lessen the individual's intention and commitment to the 
university and thus increase the likelihood of leaving (Tinto, 1987). 
Variables Contributing to College Adjustment 
Self-Esteem 
Santrock (1993) defines self-esteem as the "evaluative and affective dimension of 
self concept" (p. 338). For example, an individual may perceive himself or herself as a 
good student or a bad student. This, in tum, often stimulates an emotional reaction. The 
good student feels proud of accomplishments, whereas the poor student may feel sad or 
inadequate. Santrock (1993) points out that these are evaluative judgements regarding the 
individual's self-esteem. 
The development of self-esteem is an important issue in adolescence. Grayson 
and Cauley (1989) mention that emphasis shifts from wanting external reinforcement to 
"a balance between external reinforcement and internal affirmation" (p. 147). They 
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further state that "this form of internal conviction is lacking in today's college students" 
(p. 147). They contend that, as a consequence, students "overemphasize either autonomy 
or connectedness rather than finding a good balance between the two" (p. 148). They 
further add that adolescents tend to "emphasize outside success without searching for 
satisfaction from inner sources" (p. 148). This results in loneliness and fragile self-
esteem. Morrison, Thomas, & Weaver (1973) define fragile or low self-esteem as "the 
attribution of less value to oneself, and consequently to one's efforts or achievements, 
than is warranted by reality" (p. 414). 
Longitudinal research conducted by Zuckerman et al. (1998) measured the effects 
of self-handicapping on adjustment in undergraduate students. They define a few self-
handicaps used by students as test anxiety, reduction in effort and practice, and drug and 
alcohol consumption. They add that these impediments are erected to protect or enhance 
self-esteem. For instance, if a student who does not study fails a test, attribution to poor 
ability can be discounted, and failure is attributed to not studying. If the student succeeds, 
"attribution to ability can be augmented because the good performance occurred despite 
not studying" (Zuckerman et al., 1998, p. 1619). Thus, the student's self-esteem has been 
protected or enhanced. Self-handicappers attempt to maintain positive feelings about 
themselves at the cost of dealing effectively with the situation. These attempts to manage 
stressful situations through engaging in emotion-focussed coping (protecting self-esteem) 
rather than through engagement in problem-focussed coping (successful performance) 
result in poor adjustment. In tum, poor adjustment results in increased emotion-focussed 
coping. In other words, self-handicapping results in a dysfunctional coping style. 
Zuckerman et al. (1998) determined that higher self- handicapping scores were related to 
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an increase in emotion-focussed coping (denial, behavioral and/or mental disengagement, 
negative focus), an increase in negative affect, and ultimately a decrease in self-esteem. 
They add that low self-esteem indicated poor adjustment to college. This demonstrates 
the cyclical nature of the relationship, "self-handicapping results in lower adjustment 
which, in turn, induces further increases in self-handicapping" to form a vicious cycle (p. 
1626). Interestingly, while there is an apparent paradox (benefits of self-handicapping on 
one hand, a decrease in self-esteem on the other), findings indicate that the result is 
poorer adjustment over time. Other researchers have found that males rely more on 
problem-focussed coping whereas females rely more on emotion-focussed coping 
(Barnett, Biener, & Baruch, 1987; Leong & Bonz, 1997; Stone & Neal, 1984). This 
suggests that female students may be more at risk for potential adjustment problems than 
their male counterparts. 
Coopersmith (1967) recognized that it was possible for males and females to 
evaluate themselves differently depending on the setting. He asserted that self-esteem 
could be differential in relation to peers, school, and parents. Morrison et al. (1973) 
concur and say that in "different settings, self-esteem will be different" (p. 413). For 
example, a person may be confident and have high self-esteem in a social situation, but 
have low self-esteem in an academic or work situation. 
Family Attachment/Problems 
Going to college or university represents a developmental journey towards greater 
independence and autonomy for the adolescent. Lopez, Campbell, & Watkins (1988) 
point out that this transition "does not occur independently of one's family experience" (p. 
402). As the adolescent moves towards greater independence, the family must make 
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adjustments to accommodate this development. If the family is unable to adjust, the 
greater independence and autonomy may not occur for the adolescent. As Kunce and 
Priesmeyer (1985) note, "stress not only occurs from a need to achieve personal 
independence and to adapt to changes imposed by a college environment but also to 
resolve a basic developmental task relevant to family life" (p.40). 
The relationship between separation from families and college adjustment has 
been a focus of research for many years. An early study by Hoffman (1984, p. 171) found 
that greater emotional independence from parents, defined as freedom from excessive 
need for approval, closeness, togetherness, and support, was related to better academic 
adjustment. 
Similar to these findings, Lapsley, Rice, and Shadid (1989) found that although 
"women showed more psychological dependencies than did men, these dependencies 
were not associated with impaired adjustment to college" (p. 293). In other words, the 
women were not separated from parents and did not have adjustment problems. An 
additional finding by Lapsley et al. (1989) suggests that "advances in separation are not 
uniform and resolution of this crucial psychosocial task is not entirely resolved by late 
adolescence" (p.294). 
Lopez et al. (1986) investigated sex differences in psychological separation and 
college adjustment. In contrast to Hoffman's (1984) findings, results showed that 
although "separation may have a positive influence on emotional well-being of female 
students; it may also have a negative impact on their college adjustment" (p. 55). They 
noted that separation was not related to college adjustment in males. 
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A previous study by Lopez et al. (1988) investigated the structure of the family, 
interrelationships, and psychological separation in relation to college adjustment. One 
instrument in this study measured conflictual independence, which is defined as the 
degree to which the student reported freedom from excessive guilt, resentment, and anger 
in the relationship with his/her parents. Findings showed a strong negative relationship 
between conflicted parent-student attachments and college adjustment. In other words, 
conflicted parent-student attachment may impede psychological separation, thus 
negatively impacting on college adjustment. Further findings suggest that men and 
women respond differently to inappropriate family structure. For example, in families 
where there is marital distress and inappropriate structure, men reported more conflicted 
and distant relationships with parents, whereas women were found to have more 
conflicted and dependent relationships with parents. 
Kenny and Donaldson (1991) investigated the contributions of parental 
attachment and family structure on both psychological and social functioning of college 
women. These findings lend support to Lopez et al. (1988) . They found that "family 
anxiety surrounding separation, in conjunction with parental marital conflict, was 
associated with the presence of psychological symptoms" (p. 484). They further imply 
that the absence of marital conflict and positive attachment to parents are associated with 
social competence. 
In contrast, Schultheiss and Blustein (1994) found that the absence of conflict in 
the adolescent-parent relationship was not essential for promoting healthy adjustment. In 
addition, they note that neither psychological separation nor parental attachment was 
significantly related to college adjustment. Furthermore, they stated "although 
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psychological and parental attachment are important in college student development for 
women, they seem to be less significant with respect to adjustment" (p. 253). They state 
that their findings, while in contrast to other studies, may be domain specific, that is, 
family relationship factors "may function in different ways in different developmental 
domains" (p. 254). 
A growing body of research indicates that disturbed family relationships may play 
a substantial role in a student's adjustment to college (Hoffman & Weiss, 1987; Kenny & 
Donaldson, 1991; Lopez, Campbell, & Watkins, 1988; Rice et al., 1990). Hoffman & 
Weiss (1987) studied psychological separation from parents, and parental conflict in 
relation to presenting problems of college students. Their findings showed that the greater 
the degree of conflictual dependence on a parent, the more emotional problems the 
students reported. They further assert that many college students' emotional difficulties 
may be "symptomatic manifestations" of the struggle for separation from parents. In 
addition, findings showed gender differences; that is, women appeared to be more 
sensitive to conflict with parents than were men. 
Similarly, Rice et al. (1990) examined the relation between adolescent separation-
individuation, family cohesion, and college adjustment. They present two interesting 
findings. First, they assert that the "normative process of gaining independence from 
parents appears to be unrelated to successful adjustment to the college environment", and 
second, "the affective response to separation is strongly related to the college 
environment" (p. 200). These findings imply that the student who has negative feelings 
associated with separation should have more difficulty adjusting to college. On the other 
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hand, the student who has positive feelings associated with separation should adjust more 
readily to the college environment. 
In one study of the home-leaving process, Holmbeck and Wandrei (1993) 
investigated the predictive utility of family functioning, separation-individuation, and 
home-leaving status for college adjustment. Findings for separation-individuation issues 
suggest that maintaining healthy relationships with significant others is critical to the 
emotional well-being of college students (Hoffman & Weiss, 1987; Lapsley et al., 1989; 
Lopez et al., 1988; Rice et al., 1990). The results for the family variables lend support to 
Kenny & Donaldson (1991) who note that family attachments play a significant role in 
college adjustment. 
Career Decision Making 
Researchers have noted a shift in the personal values of college students since 
1967 (Astin, 1993; Kalsner, 1991). Kalsner (1991) points out that the personal value of 
"developing a meaningful philosophy of life" has declined, whereas "being very well off 
financially" has increased in college students. This shift in values can be directly related 
to the increasing popularity of majors like business and computer science, and the 
decreasing popularity of majors in the humanities (Kalsner, 1991; Upcraft & Gardner, 
1989). In other words, today's students are more concerned with obtaining employment 
skills that lead to financial security than developing a life philosophy. In essence, 
financial values are of primary importance in obtaining a university degree. Upcraft and 
Gardner (1989), in their study of first year students, reported that "uncertainty about what 
to study is the most frequent reason high-ability students give for dropping out of 
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college" (p. 69). They also noted that being tentative about choosing a career and what to 
study are common among first year students. 
Specific behaviours of at-risk students have been noted by researchers such as 
"random course taking, indecisiveness, and selecting a major with little understanding of 
what that field involves" (Upcraft & Gardner, 1989). Just as important as behaviours, are 
the characteristics that have been associated with career indecision. One study mentions 
the links between career indecision and anxiety, self-esteem, locus of control, and 
decision-making styles (Lucas & Epperson, 1990). 
Place ofResidence 
Grayson (1997) points out that previous studies in the United States have shown 
that students living on campus have "greater gains in areas such as intellectual 
development, and are more likely to stay in university and complete their degrees" (p. 1). 
Similarly, Pascarella and Terenzini (1991) concur and add that campus living is 
positively linked to "increases in ... intellectual values .. , self concept.., ability to relate to 
others; persistence in college; and bachelor's degree attainment" (p. 611). It has been 
suggested that these gains and positive outcomes are due to greater opportunities for 
students living on campus to involve themselves in the social, extra-curricular and other 
activities of the college or university (Grayson, 1997). 
A study by Wolfe (1993) investigated institutional integration and academic 
success ofboth resident students and commuter students. Findings for social and 
academic integration indicated that resident students were more socially integrated than 
were commuter students. However, there was no significant difference between the 
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groups on academic success. A further finding indicated that women had higher 
cumulative GP As than did their male counterparts. 
Personality Traits 
Several trait theorists have attempted to define and describe the personality. For 
example, Allport (1961) defined a trait as "a neuropsychic structure having the capacity 
to render many stimuli functionally equivalent, and to initiate and guide equivalent 
(meaningfully consistent) forms of adaptive and expressive behavior" (p. 347). A 
simplified definition by Drapela (1987) reporting on Cattell's theory described the 
personality as being made up of traits, or a collection of "characteristics inferred from 
observable behavior typical of a person" (p. 78). However, according to Cohen, Swerdlik, 
& Phillips (1996) "there is no consensus about the definition of personality, no consensus 
exists regarding the word trait" (p. 383). They further note that traits are most often 
discussed by theorists as things that individuals possess and are presumed to be innate. 
In attempts to learn more about college adjustment, researchers have focussed on 
these individual components, or traits, of personality. Past research on personality traits 
and attrition has been summarized by Tinto (1993). He notes that while these studies 
\ 
have sought to distinguish "stayers and leavers" in terms of motivation, a personality 
trait, he emphasizes that there is "no one departure prone personality type" associated 
with attrition (p. 85). 
In contrast, Attribution Theory, according to Santrock (1993), states that 
"individuals are motivated to discover the underlying cause ofbehavior as part of the 
effort to make sense out of the behavior" (p. 472). He adds that this motivation is either 
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intrinsic, coming from within the individual, or extrinsic, coming from outside of the 
individual. For instance, Santrock (1993) says: 
If you work hard in college because a personal standard is important to you, 
intrinsic motivation is involved. But if you work hard in college because you 
know it will bring you a higher paying job when you graduate, extrinsic 
motivation is at work. (p. 472) 
These attributions are inferences we make about our attitudes, emotions, abilities, and 
motives from our behaviour (Goethals et al., 1999). 
In a study of "Type A" personality traits and college adjustment, Haemmerlie, 
Robinson, and Carmen (1991) found that two aspects ofthe "Type A" pattern, 
competitiveness and job involvement, were associated with positive adjustment. They 
add that this result suggests that success on campus requires students to possess both of 
these traits. 
A study conducted by Vredenburg, O'Brien, and Krames (1988) linked 
personality factors to depression in college students. The personality traits they examined 
in relation to depression included setting and achieving goals, adapting to changing 
environments, influencing and directing others, persevering in the face of difficulty, 
showing humility, obtaining others' approval, seeking assistance and reassurance from 
others, and desiring to understand many areas of knowledge. Their findings suggest that 
college students experience relatively mild depression, and with regard to personality 
characteristics, depressed students are deficient in interpersonal skills, make unrealistic 
demands on themselves and others, and lack adequate coping skills to deal with 
depression. Depression and anxiety are commonly reported complaints of students in 
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colleges (Arthur, 1998; Vredenberg et al., 1988). Rice & Leffert (1997) have defined 
adolescent depression as varying in "intensity, duration, and severity" and "can 
significantly interfere with the learning process" (p. 31 ). They further add that depression 
is often linked with other behavioural or emotional difficulties such as substance abuse, 
eating disorders, and suicide. 
Personality Type 
Unlike personality traits, personality types are "more clearly only descriptions of 
people" and are not presumed to be innate (Cohen, Swerdlik, & Phillips, 1996, p. 386). 
For example, according to Drapela (1987) and McVay (1993), in attempts to describe 
human behaviour, Hippocrates suggested the existence of four personality types: 
Sanguine (optimistic and spontaneous), Phlegmatic (apathetic, calm and cool), Choleric 
(irascible, focussed on self), and Melancholic (prone to depression and concerned with 
social status). Carl Jung claimed that random variation in human behaviour is not due to 
chance, but rather from observable preferences (Myers, McCaulley, Quenk, & Hammer, 
1998). Jung identified three dichotomies Extravert (E) versus Introvert (I), Sensing (S) 
versus Intuition (N), and Thinking (T) versus Feeling (F). Based on Jung's theory of 
Psychological Type, Katherine Briggs and her daughter Isabel Briggs Myers developed 
The Myers-Briggs Type Indicator (MBTI), a personality inventory. The MBTI is 
different from personality trait methods as it "seeks to identify a respondent's status on 
either one or the other of two personality dichotomies [extravert or introvert], both of 
which are regarded as neutral in relation to emotional health, intellectual functioning and 
psychological adaptation" (p. 5). Myers and Briggs expanded Jung's theory by creating a 
fourth dichotomy, Judging (J) versus Perceiving (P). According to Myers et al. (1998), 
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each dichotomy represents two opposite functions . The individual can use each function 
but not at the same time as its opposite, and the individual has a preference for one 
function over the other. The descriptions of the preferences that follow are provided 
through the collective findings ofEdwards (1989), Malone (1996), Myers and McCaulley 
(1985), Myers and Myers (1995), and Myers et al. (1998). 
Extraversion/Introversion 
The Extraversion/Introversion index is used to describe the person's preference 
for focussing attention. This is also known as one's orientation to life. 
Individuals with a preference for extraversion tend to focus attention on the outer 
world of people and things. Characteristics associated with extraversion are reliance on 
the environment for stimulation and guidance, an action-oriented way of life, sometimes 
an impulsive way of meeting life, ease of communication and sociability, and a desire to 
talk things out. Others may see extraverts as talkative, outspoken, and highly visible. In 
academic life, there is a preference for oral rather than written presentations, and group 
processing takes precedence over individual reflection. It is reported that 72% of the 
general population prefer extraversion. 
Individuals with a preference for introversion tend to focus on the inner world of 
ideas and things. Characteristics associated with introversion are interest in concepts, 
idea, and theories rather than action, a thoughtful, contemplative detachment, solitude 
and privacy, and a preference for thinking things out rather than talking things out. In an 
academic setting they prefer written rather than oral presentations, and prefer individual 
or one-to-one interactions rather than group processes. It is reported that 28% of the 
general population have a preference for introversion. 
Personality Type in College Adjustment 25 
Sensing/Intuition 
The Sensing/Intuitive index measures two ways of perceiving, or taking in 
information. Sensing is the process of taking in information through the five senses. 
Intuition is the process of taking in information indirectly by way of the unconscious, or 
through insight. 
Individuals with a preference for sensing over intuition focus more on the present 
than on the future. Characteristics associated with sensing are that they are down-to-earth, 
realistic, talk facts not theory, have acute powers of observation, and a memory for 
details (past and present). In academic settings, sensors score lower on both aptitude and 
timed tests. It is reported that 76% of the general population have a preference for 
sensmg. 
Individuals with a preference for intuition over sensing focus more on future 
possibilities than on the present moment. Characteristics associated with intuition are a 
dislike for routine, interest in problem-solving through inspiration, insight, and 
imagination, a lack of attention to detail, a preference for the theoretical, abstract, and 
have a tendency to be original, and creative. It is reported that 24% ofthe general 
population have a preference for intuition. 
Thinking/Feeling 
The Thinking/Feeling index describes the individual's preference for decision 
making. Thinking is the process of deciding by linking ideas together logically, whereas 
feeling is the process of deciding by weighing the values and merits of the issues. This 
does not mean that the individual with a preference for feeling is emotional. 
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Individuals with a preference for thinking rely on the principles of cause and 
effect and tend to be objective and impersonal in drawing conclusions. Characteristics 
associated with thinking include having an analytical inclination, objectivity, concern 
with justice and fairness, being impassive and dispassionate, and using a linear 
orientation to time (past, present, future). In academic settings, thinkers are found more 
often in the technical areas. It is reported that 50% of the general population have a 
preference for thinking. 
Individuals with a preference for feeling are interested in how their decisions 
impact others. Decisions are made through subjective weighting of personal values 
against those of others. In academic settings, feelers are found more often in the human 
service areas rather than the technical areas. Characteristics associated with feeling are an 
attunement to the values and feelings of others, a desire for affiliation, warmth, harmony, 
subjectivity, and preservation of enduring values. It is reported that 50% of the general 
population have a preference for feeling. 
Judging/Perceiving 
The Judging/Perceiving index reflects the individual's lifestyle, or orientation to 
the outer world. Judging is the process of coming to a conclusion rather than being 
judgmental whereas perceiving is the process of becoming aware of something. 
Individuals with a preference for judging are concerned with coming to closure 
quickly. They tend to have an organized and systematic approach to life. Others may 
view them as rigid and having difficulty being open to change, adaptation, or spontaneity. 
Characteristics associated with judging are planned, orderly, organized, systematic, 
predictable, logical, purposeful, and decisive. In academic settings, they are often viewed 
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as overachievers. It is reported that 50% of the general population have a preference for 
judging. 
Individuals with a preference for perceiving are concerned with leaving all 
options open and have difficulty coming to closure. Their outer behaviour tends to be 
spontaneous, curious, and adaptable. Characteristics associated with perceiving are that 
they are open to change and are curious, adaptable, and spontaneous. In academic 
settings, perceivers often perform at a lower level due to their difficulty with 
organization. It is reported that 50% of the general population have a preference for 
perce1vmg. 
Whole Type 
An individual's whole type is determined through the self-report scores of 
preferences on each of the four indices. Each of the four scores consists of a letter and a 
number indicating the individual's personality "type". There are sixteen types as follows: 
ESTJ, ESFJ, ENFJ, ENTJ, ESTP, ESFP, ENFP, ENTP, ISTP, ISFP, INFP, INTP, INTJ, 
1NFJ, ISFJ, and ISTJ. 
The MBTI manual lists many studies in higher education that have examined 
learning styles, career decision-making, student retention, and academic persistence in 
relation to the MBTI. However, few studies have focussed on college adjustment beyond 
retention and persistence to graduation. Myers et al. (1998) point to the importance of 
type differences and how they "seem to relate to how students move successfully through 
college" (p. 277). For example, a study conducted by Schurr, Ruble, Palomba, Pickerill, 
and Moore (1997) found that individuals with a preference for Judging (J) had a higher 
graduation rate than individuals with a preference for Perceiving (P). This is not at all 
Personality Type in College Adjustment 28 
surprising if we look at MBTI theory which posits that individuals with the Judging 
preference are concerned with "making decisions, seeking closure, planning operations, 
or organizing activities" (Myers et al. , 1998, p. 26). In contrast, individuals with a 
preference for Perceiving tend to procrastinate, find it difficult to make decisions, are 
uncomfortable with closure, and "will often suspend judgement to take another look" and 
are "spontaneous, curious, and open to change" (Myers et al., 1998, p. 27). They also 
noted a higher graduation rate for Sensors (S) than for Intuitives (N) which they attribute 
to the Sensors having a "tolerance for performing routine tasks for an extended period of 
time" (p. 41). 
An early study by Provost (1985) was concerned with personality characteristics 
in relation to attrition. Her research focussed on observing personality type and tracking 
students for four years to determine their persistence to graduation or attrition, academic 
performance, and involvement in the social milieu of the university. She noticed that type 
patterns emerged from her observations and counselling. She reported that students with 
preferences for Extraversion and Judging showed the most involvement in the social 
aspects of the university and had the highest persistence rates. 
Anchors, Robbins, and Gershman (1989) conducted another study that examined 
personality type and persistence to graduation. They sampled 402 students who had 
graduated or were still enrolled in university after four years. They found that, when 
looking at whole type, individuals with preferences for Extraverted-Sensing-Thinking-
Perceiving (ESTP) and Extraverted-Sensing-Feeling-Perceiving (ESFP) were 
overrepresented among persisters in their sample, whereas individuals with preferences 
for Extraverted-Intuitive-Feeling-Perceiving (ENFP) were underrepresented. 
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In addition, they noted these (ENFP) types made up 28% percent of the students 
who were referred for substance abuse training. They further reported that, when looking 
at index scores, Sensing and Thinking types were "disproportionately represented" (p. 23) 
among those who persisted to graduation. Furthermore, they reported no gender 
differences except for females having higher grade point averages than did males. If these 
results are generalizable to the University of Northern British Columbia, then it can be 
hypothesized that individuals with preferences for Sensing and Thinking will be more 
likely to persist in their studies. 
Table 1 
Summary of Type Preferences by Study 
Persisters Overall Substance Social Academic 
Adjustment Abuse Integration Integ: ation 
High Low High Low High Low High Low High Low 
E, J 
Provost 1985 E, J 
Anchors eta! 1989 ESTP ENFP 
ESFP 
ST 
Baudouin & Uhl ESFP J I N 
1998 S, SF E p 
Schurr & Ruble I,N,J E,S,P 
1986 
Anchors & Dana ENTP ISTJ 
1989 ESTP ESFJ 
ENTJ 
Barrineau 1997 EP,P ISFJ 
INFP 
ENTP 
Provost 1991 INTP 
TP,P, 
NP 
Roberds-Baxter & E,J I,P 
Baxter 1994 
Schurr eta! 1997 J, s P,N 
Note. Gender differences were reported for Anchors & Dana (1989) and Barrinea 
(1997). Myers (1998) is a manual and lists a compendium of studies; hence it is 
not listed in the table. 
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A more recent study by Baudouin and Uhl (1998) investigated the relationship 
between personality type and academic and social integration, as well as persistence 
during an individual's first year of study. The sample consisted of 338 males and females 
in 29 different programs in a French-speaking university in Canada. The results of this 
study revealed that individuals with preferences for Extraverted-Sensing-Feeling-
Perceiving (ESFP) as well as those with preferences for "Ss" and "SFs" were significantly 
overrepresented among nonpersisters. These findings imply that individuals with 
preferences for Extraverted-Sensing-Feeling-Perceiving (ESFP) and individuals with a 
preference for Sensing and/or Feeling could be at risk for developing adjustment 
problems. They further report that for academic integration, Intuitive (N) types had 
higher GPA's. For social integration, type differences were noticed for both the J-P and 
E-I dimensions. Those with a preference for Judging reported "being more satisfied" than 
students with preferences for Perceiving. Those with a preference for Extraversion 
reported more participation in social aspects of college than did those with a preference 
for Introversion. There are a few reasons that could account for these findings being 
contradictory to those of Anchors et al., (1989). First, Baudouin and Uhl examined first-
time, first-year students only rather than students in all four years of study, and second, 
the study was conducted in Canada, whereas the study by Anchors et al. (1989) was 
conducted in the United States. This could indicate that there are developmental or 
cultural differences between the samples of the two studies. An alternate explanation is 
that there may be significant differences in the two institutions in terms of courses or 
programs of study. Additionally, the needs of the sensing types for practical, non-
theoretical, reality based experience may not have been met. 
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Schurr and Ruble (1986) examined how personality type was related to academic 
achievement. Academic achievement was assessed through grades earned in courses. 
Their research participants were the entering university class of2,713 first year students. 
They had several findings. First, they found that students with preferences for Perceiving 
did not perform as well academically as students with a preference for Judging. Second, 
students who preferred Perceiving and Extraversion performed less well academically 
than did students with preferences for Introversion and Judging. Third, students with 
preferences for Extraversion-Sensing-Perceiving experienced academic difficulty. 
Finally, students with preferences for Introversion-Intuition-Judging performed better 
academically. 
Other research has examined alcohol use among college students, a possible 
indicator of poor interpersonal adjustment. For example, a study by Anchors and Dana 
(1989) examined the MBTI profiles of first year students who had violated alcohol 
policies and were required to attend substance abuse training. They found that individuals 
with certain MBTI preferences were more likely to commit alcohol infractions. For 
instance, findings revealed students required to attend substance abuse training were 
more likely to have preferences for Extraverted-Intuitive-Thinking-Perceiving (ENTP). 
They also found that there was a significant overrepresentation of Extraverted-Sensing-
Thinking-Perceiving (ESTP), Extraverted-Intuitive-Feeling-Perceiving (ENFP), and 
Extraverted-Intuitive-Thinking-Judging (ENTJ), whereas Introverted-Sensing-Thinking-
Judging (ISTJ) and Extraverted-Sensing-Feeling-Judging (ESFJ) were underrepresented. 
They further report that males were much more likely to be referred for infractions than 
females. 
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Similarly, a recent study by Barrineau (1997) examined the MBTI results of 
undergraduate students who had violated campus alcohol policies. His findings supported 
those of Anchors and Dana (1989) in revealing that Perceivers were overrepresented in 
the sample (80%), and that whole types Introverted-Intuitive-Feeling-Perceiving (INFP) 
and Extraverted-Intuitive-Thinking-Perceiving (ENTP) were significantly 
overrepresented, whereas Introverted-Sensing-Feeling-Judging (ISFJ) were significantly 
underrepresented. 
Additionally, the findings showed that 89% of the violators in this sample were 
male and 11 % were female. Whole type Extraverted-Intuitive-Thinking-Perceiving 
(ENTP) represented 20% of the sample size, which is noteworthy given that Extraverted-
Intuitive-Thinking-Perceiving (ENTP) make up only 5% ofthe general population. 
Furthermore, the Extraverted-Perceiving combination accounted for 49% of the sample. 
Given the small sample size (n=49), it is doubtful that these results can be generalized to 
other university populations. However, these findings, along with those of Anchors and 
Dana (1989) imply that individuals with a preference for Perceiving (P), Extraverted-
Intuitive-Thinking-Perceiving (ENTP) or the combination Extraverted-Perceiving (EP) 
may be more prone to adjustment problems related to campus alcohol consumption than 
individuals with a preference for Introversion (I) or Judging (J). Furthermore, both 
studies report gender differences, with males being overrepresented in both samples. 
Provost's (1991) study attempted to determine if findings by Anchors and Dana 
(1989) could be generalized to a small, private college in southwestern United States. She 
examined type patterns for students referred for discipline involving drugs or alcohol, on 
academic probation in the second term, and students seeking counselling. Provost found 
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that, like Anchors and Dana (1989), Intuition (N), Thinking (T), Perceiving (P), and 
Thinking-Perceiving (TP) preferences were significantly overrepresented. She further 
noted that the Perceiving preference was significantly overrepresented in all three student 
groups with Extraversion-Perceiving (EP), Intuition-Perceiving (NP), and Thinking-
Perceiving (TP) being the most prevalent. 
Roberds-Baxter and Baxter (1994), in their study ofMBTI type and how high 
school students viewed themselves, found that individuals with preferences for 
Extraversion (E) and Judging (J) preferences were seen as well adjusted by both the 
students and by school personnel, whereas individuals with preferences for Introversion 
(I) and Perceiving (P) viewed themselves as less well adjusted. 
Present Study 
The purpose of this study is to examine the complexities of college adjustment 
and determine whether personality type preference plays a role in adjustment. 
Research Question 
Is there a relationship between Myers-Briggs personality type preferences and 
one's adjustment to college or university? 
Subsidiary Questions 
1. Is there an association between each of the four opposite MBTI dichotomies (E/1, 
SIN, T/F, J/P) and academic adjustment, personal/emotional adjustment, social 
adjustment, goal commitment/institutional attachment, and overall adjustment? 
2. Do MBTI preference scores still play a significant role given the presence of other 
variables? 
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Hypotheses 
Academic Adjustment 
Higher academic adjustment scores will be related to lower levels of career problems 
(Santrock, 1993), higher levels of self-esteem (Leong & Bonz, 1997), and higher scores 
on the Judging, Intuitive, and Introversion dimensions (Schurr & Ruble, 1986). 
Personal-Emotional Adjustment 
Higher personal-emotional adjustment scores will be related to lower levels of 
interpersonal problems (Zuckerman, 1998), lower levels of family problems (Holmbeck 
& Wandrei, 1993), lower scores on the Extraversion, Intuition, and Perceiving 
dimensions (Barrineau, 1997), and higher levels of self-esteem (Leong & Bonz, 1997). 
Social Adjustment 
Higher social adjustment scores will be related to lower levels of interpersonal problems 
(Schwitzer et al., 1993), lower levels of family problems (Lopez et al., 1988), and higher 
scores on the Extraversion and Judging dimensions (Roberds-Baxter & Baxter, 1997). 
Goal Commitment-Institutional Attachment (GCIA) 
Higher GCIA scores will be related to lower levels of career problems (Santrock, 1993) 
and higher scores on the Extraversion and Sensing dimensions (Anchors et al., 1989). 
Overall Adjustment 
Higher full-scale scores will be related to residing on campus (Gilbert et al., 1997), and 
higher scores on the Extraversion and Judging dimensions (Provost, 1985). 
It is expected that there will be different MBTI preference scores playing a significant 
role depending on which college adjustment scale is examined. For example, it is 
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expected that higher scores on Extraversion will contribute to social adjustment, but will 
not contribute to academic adjustment. 
Participants 
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CHAPTER THREE 
Method 
One hundred and seven participants (N = 1 07) were solicited from first-year full-
time undergraduate students enrolled in classes at the University ofNorthem British 
Columbia (UNBC). Students solicited from the first year Psychology class received 
bonus credit for their participation. The remaining participants were solicited from other 
first year undergraduate classes. There were 32 male participants and 75 female 
participants between the ages of 17 and 24 (M = 18.4, SD = 1.18). Ofthe 107 
participants, 26 lived at home with parents (24.3%), 64lived on campus in residence 
(59.8 %), and 17 lived off campus not with parents (15 .9 %). 
Procedure 
Students from undergraduate classes were recruited during formal class hours (see 
Appendices A and B). As well, student volunteers were solicited through sign up sheets 
attached to the Psychology Subject Pool bulletin board at the university (see Appendix 
C). Potential participants were informed that their participation was voluntary, and that it 
would take approximately 50-60 minutes to complete four paper and pencil 
questionnaires. 
Students were tested in one of seven sessions over a five-week period beginning 
October 20, 1999 and ending November 26, 1999. Test administration took place in a 
room large enough for a group of 20-30 participants. The decision to use smaller 
classrooms was an attempt to keep sessions to a manageable number for the researcher. 
The administrator was the same person throughout the testing period. No participant took 
more than 50 minutes to complete the questionnaires. 
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Participants were given numbered envelopes either as they came in the room or 
after they were seated. Inside the envelope, the questionnaires were marked with the 
corresponding envelope number. Prior to the opening of the envelopes, the administrator 
gave basic instructions. The same instructions were also placed on the board for students 
to read as they proceeded. To ensure confidentiality and frank responses, participants 
were instructed not to place names or student numbers on any of the questionnaires. The 
questionnaires were placed in the envelopes and administered in the following order: 
Consent Form, Student Adjustment to College Questionnaire (SACQ), Myers Briggs 
Type Indicator (MBTI), Selected College Adjustment Scale Questionnaire (CAS), 
Demographic Information Sheet, and the Debriefing Form. The Consent Forms were 
collected before any measures were administered (see Appendix D). When participants 
had completed the questionnaires, they returned the envelope to the administrator. At this 
time each student was thanked for his or her participation, asked to read and keep the 
Debriefing Form (see Appendix E), and asked not to discuss the testing/study with other 
students to ensure confidentiality and to eliminate any biases that may be communicated 
to prospective study participants. At this time participants were given their bonus credits, 
if applicable. 
Measures 
The Myers-Briggs Type Indicator (Myers et al. 1998) Form M is a 93 item self-
report personality inventory using a forced-choice format. Items are presented as phrases, 
questions, or word pairs to identify a person's preference on each of four dichotomous 
scales. The four dichotomous scales are: Extraversion (E) vs. Introversion (I), Sensing 
(S) vs. Intuition (N), Thinking (T) vs. Feeling (F), and Judging (J) vs. Perceiving (P). 
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Scores range from 0 to 26, with higher scores indicating a clearer preference for one scale 
over another. A low score does not indicate that the respondent has less of the preference, 
but rather that his/her preference is not as clear as a higher score would indicate. In other 
words, the preference score for each of the dichotomies shows the direction and reported 
strength of the preference (Myers & McCaulley, 1985). Each dichotomy can be tested for 
reliability and validity. The lowest reliability coefficient for Form M is listed as .88 for 
females (n = 1529) for the T/F scales and .90 for males (n = 1330) on the T/F scales; 
both ofthese coefficients indicate a high level of internal consistency (Myers et a1.,1998). 
Highest coefficients for both males and females are listed as .92 for the J/P scales. Also, 
the lowest test-retest reliability over an interval of 4 weeks was .83 for the T/F scale and 
highest test-retest reliability is .97 on the SIN scales. Research shows that an individual 
can omit up to 4 items on the E/I or J/P dichotomies and up to 5 items on the SIN or TIF 
dichotomies and the instrument will still be reliable (Myers et al., 1998, p. 109). Factor 
analytic studies report strong construct validity data for this instrument indicating its 
adequacy for research purposes (Myers et al., 1998, p. 172). According to Myers et al., 
(1998), using the preferences as independent variables allows the results from Form M to 
be used for research purposes (p. 112). Therefore, the preferences will be used as 
recommended for research purposes (e.g. , Extraversion, Sensing, Thinking, Judging). 
The Student Adaptation to College Questionnaire (SACQ; Baker & Siryk, 1984) 
is a 67 item questionnaire with a nine-option response format ranging from "Applies very 
closely to me" to "Doesn't apply to me at all". The SACQ consists of four subscales: 
Academic Adjustment (24 items) which measures the degree to which the student is 
coping with educational demands, Social Adjustment (20 items) which assesses the 
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student's involvement in interpersonal and social activities of the university, Personal-
Emotional Adjustment (15 items) which measures the general psychological and physical 
state ofthe student, and Goal Commitment-Institutional Attachment (15 items) which 
measures both the degree to which the student is committed to educational goals and the 
bond between the student and the university. The Goal Commitment-Institutional 
Attachment subscale shares eight items with the Social Adjustment subscale and one item 
with the Academic Adjustment subscale. The SACQ yields five scores: the Full Scale 
score (67 items) and the four subscale scores. Higher scores indicate greater adjustment. 
Internal reliability alpha coefficients for the subscales are as follows: Academic 
Adjustment= .81-.90, Social Adjustment= .83-.91 , Personal-Emotional Adjustment = 
.77-.86, Goal Commitment-Institutional Attachment= .85-.91 , and the Full Scale= .92-
.95 (Dahmus, Bernardin & Bernardin, 1992). 
The College Adjustment Scale (CAS; Anton & Reed, 1991) is a self report 
screening instrument consisting of 108 items scored on nine scales: Academic Proble~'s, 
Interpersonal Problems, Self-Esteem Problems, Family Problems, Career Problems, 
Anxiety, Depression, Suicide Ideation, and Substance Abuse, with 12 items in each scale. 
This instrument is designed as a screening device for college students who may need 
counselling or programming related to several areas of psychological functioning. Scores 
range from 12-48 for each scale, with options given as: False, Slightly True, Mainly True 
and Very True for all questions. A T -score at or above 70 is considered significant; scores 
falling between 60 and 69 are suggestive of difficulty and fall within the borderline 
range. Higher scores indicate greater adjustment problems. Anton and Reed (1991) 
report internal consistency for the CAS ranging from .80-.92 with a mean of .86 across 
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the scales. The following four subscales will be used as independent variables in the 
present study: Interpersonal Problems, Self-Esteem Problems, Family Problems, and 
Career Problems. These subscales were presented to participants as the Selected CAS 
Questionnaire. Raw scores were transformed into T -scores as recommended for 
interpretation and research (Anton & Reed, 1991). 
Demographic Information Sheet. The demographic questionnaire is a self-report 
questionnaire that included questions about the following areas: gender, age, place of 
residence, number of credits completed, and year studies began (see Appendix F). 
Analysis ofData 
All statistical analyses were conducted using SPSS 8.0 for Windows. Three sets 
of analyses were conducted. The first set of analyses was conducted to provide 
descriptive data (means, standard deviations, ranges and, where appropriate, frequencies 
or percentages) for the SACQ, CAS, MBTI, gender, age, and place of residence. The four 
CAS subscales were also examined to determine the percentage of the sample that scored 
at or above the cutoff ofT = 60 and T = 70, which were identified by Anton and Reed 
(1991) as indicators of adjustment problems. 
The second set of analyses was conducted to examine differences or relationships 
among the independent variables and the dependent variables. First, an independent 
samples t-test was conducted to determine ifthere were statistically significant 
differences between males and females on the five SACQ adjustment variables. Second, 
independent samples t-tests were used to determine ifthere were statistically significant 
differences in the SACQ adjustment variables for the four dichotomies of the MBTI 
individual preferences. Third, the relationships among the four CAS subscales and the 
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five SACQ adjustment variables were examined by computing Pearson product moment 
correlations. Finally, a one way ANOV A was conducted to determine whether living at 
horne with parents, living on campus, or living off campus showed any differences in the 
five SACQ adjustment variables. 
Finally, a multiple regression analysis was conducted to examine the contribution 
of the independent variables to each ofthe SACQ adjustment scores. Independent 
variables were included in the models if, in the analyses described above, they showed a 
statistically significant relationship to the dependent variables at the p < .05 level. 
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CHAPTER FOUR 
Results 
Descriptive Statistics 
Gender and Age 
Descriptive statistics (i.e., means, standard deviations, and ranges) are presented 
for age; frequencies are presented for gender. Overall, the average age was 18.4 years 
with a range between 17 and 24 (Table 2). 
Table 2 
Descriptive Statistics for Gender and Age 
A e 
Gender Frequency M SD 
Male 
Female 
Overall 
32 
75 
107 
M = mean, SD = standard deviation 
19.00 
18.19 
18.43 
Student Adaptation to College Questionnaire (SACQ) 
1.63 
.83 
1.18 
Range 
17-24 
17-22 
17-24 
Descriptive statistics for the Full Scale and the four subscale scores of the SACQ 
are shown in Table 3. These data show that, for each dependent variable, the range was 
good, falling generally between 25 and 75 with a mean just below 50. 
Table 3 
Descriptive Statistics for the SACQ 
SACQ 
Social Adjustment 
Academic Adjustment 
Goal Commitment/Institutional Attachment 
Personal-Emotional Adjustment 
Full Scale 
M 
49.44 
46.88 
48.73 
48.10 
47.50 
T-Scores 
SD 
8.00 
10.02 
7.82 
10.70 
9.00 
SACQ = Student Adaptation to College Questionnaire, M = mean, SD = standard 
deviation T-score minimum= 25, T-score maximum= 75. 
Range 
28-72 
25-69 
25-75 
25-75 
25-65 
--- . - .. . - - ·------------- ----------~ 
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MBTI Preferences 
Table 4 shows the type distribution for each of the MBTI preferences in the 
sample, as well as the type distribution samples of the MBTI preferences for university 
students in the United States and Canada. Table 5 shows the distribution ofMBTI whole 
type in the sample, and highlights the preferences that are disproportionately represented, 
which were INFP and ENFP. 
Table 4 
Type Distribution Samples of University Students 
MBTI Preferences USAU UNBC 
Extraversion 72% 53% 
Introversion 28% 47% 
Sensing 73% 29% 
Intuition 24% 71% 
Thinking 55% 25% 
Feeling 45% 75% 
CANU 
39% 
61% 
52% 
48% 
56% 
44% 
Judging 55% 38% 58% 
Perceiving 45% 62% 42% 
MBTI =Myers Briggs Type Indicator, USAU =U.S.A University Norms, UNBC = 
University of Northern British Columbia, CANU =Canadian University Norms (Myers 
et al., 1998) 
Table 5 
Whole Type Distribution 
ISTJ ISFJ INFJ INTJ 
3 6 9 6 
ISTP ISFP INFP INTP 
3 3 18 2 
ESTP ESFP ENFP ENTP 
3 5 21 10 
ESTJ ESFJ ENFJ ENTJ 
2 5 10 1 
Bold Numbers = most frequently occurring types 
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Descriptive statistics on the four CAS subscale scores are shown in Table 6. 
These data show that, for each CAS independent variable, the range was good, with T-
scores generally falling between 29 and 76, and a mean just over 50. 
Table 6 
Descri~tive Statistics for CAS 
Measure %> T = 60 % >T=70 M SD Range 
Career Problems 24.3 4.7 51.81 9.83 36-75 
Family Problems 10.2 0.9 50.19 8.75 31-71 
Interpersonal Problems 21.5 3.7 51.83 8.97 29-74 
Self Esteem Problems 21.5 2.8 50.47 10.19 30-76 
CAS = College Adjustment Subscales, M = mean, SD = standard deviation, T 2: 60 = 
borderline, T 2: 70 = significant 
Place of Residence 
Table 7 shows the frequencies and percentages for the three places of residence 
(on campus, off campus, and at horne with parents). 
Table 7 
Descri~tive Statistics for Place of Residence 
Place of Residence Frequency Percent 
Horne with parents 
On Campus 
Off Campus 
26 
64 
17 
24.3 
59.8 
15.9 
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Relationship ofthe Independent Variables to College Adjustment 
Gender Differences on the SACQ 
Independent samples t-tests were conducted to determine ifthere were significant 
differences in college adjustment for males and females. The results indicated that there 
were no statistically significant differences between males and females on academic 
adjustment, social adjustment, personal-emotional adjustment, goal 
commitment/institutional attachment, or full-scale college adjustment (see Table 8). 
Table 8 
Comparison of SACQ and Gender 
Males Females 
SACQ M SD M SD 
Social Adjustment 50.56 9.16 48.96 
Academic Adjustment 47.28 10.83 46.71 
Goal Commitment/Institutional Attachment 49.84 8.46 48.25 
Personal Emotional Adjustment 49.59 11.85 47.47 
Full Scale 48.38 10.20 47.13 
SACQ = Student Adaptation to College Questionnaire, M = mean, SD = standard 
deviation, means and standard deviations reported are for T -scores. 
MBTI Differences on the SACQ 
7.46 
9.72 
7.54 
10.19 
8.48 
Independent samples t-tests were conducted to determine ifthere were statistically 
significant differences in college adjustment for the four MBTI dichotomies 
(Extraversion/Introversion, Sensing/Intuition, Thinking/Feeling, and Judging/Perceiving). 
The results indicated that there were no significant differences between Sensing and 
Intuition or between Thinking and Feeling on academic adjustment, social adjustment, 
personal-emotional adjustment, goal commitment/institutional attachment, or full-scale 
college adjustment as measured by the SACQ. Results also indicated that there were no 
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significant differences for any of the MBTI preferences on either personal-emotional 
adjustment or full scale scores of the SACQ. 
However, there was a statistically significant difference in social adjustment 
between extraversion (M = 51.9, SD = 8.2) and introversion (M = 46.6, SD = 6.9), t(105) 
= 3.58, p = .001, indicating that the preference for extraversion is related to higher levels 
of social adjustment. There was also a statistically significant difference in goal 
commitment/institutional attachment between extraversion (M = 50.3, SD = 7.7) and 
introversion (M = 47.0, SD = 7.7), t(105) = 2.2, p = .03, indicating that the preference for 
extraversion is related to a higher degree of commitment to educational-institutional 
goals and attachment to the university. A statistically significant difference in academic 
adjustment between judging (M = 49.4, SD = 11.1) and perceiving (M = 45 .3, SD = 9.0), 
t(105) = 2.08, p = .04, suggests that the preference for judging is related to higher 
academic adjustment. Finally, there was a statistically significant difference in social 
adjustment between perceiving (M = 50.6, SD = 8.7) and judging (M = 47.5, SD = 6.5), 
t(105) = -2.0, p = .05, indicating that the preference for perceiving is related to higher 
levels of social adjustment. 
Relationship of the CAS to the SACQ 
Table 9 shows the Pearson product moment correlations for the five SACQ scales 
(academic adjustment, social adjustment, goal commitment/institutional attachment, 
personal-emotional adjustment, and full scale) and the four CAS subscales (career 
problems, family problems, interpersonal problems, and self-esteem problems). The 
results indicated that there were statistically significant negative relationships among the 
five SACQ scales and each of the four CAS subscales, with the exception of the CAS 
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career problems and the SACQ social adjustment subscales. Overall, these results 
indicate that as problem scores increase, adjustment scores decrease. 
Table 9 
Pearson Correlations Among SACQ and CAS Subscales 
CAS 
SACQ Subscales CP FP IP SE 
Social Adjustment -.14 -.36** -.48** -.60** 
Academic Adjustment -.58** -.26** -.40** -.41 ** 
Goal Commitment/Institutional -.26** -.32** -.41 ** -.54** 
Attachment 
Personal-Emotional Adjustment -.38** -.49** -.63** -.62** 
Full Scale -.48** -.45** -.63** -.69** 
Note. SACQ = Student Adaptation to College Questionnaire, CAS = College Adjustment 
Subscales. CP=Career Problems; FP=Family Problems; IP=Interpersonal Problems; 
SE=Self-Esteem Problems. 
**p<.01 
Differences in College Adjustment by Place of Residence 
A one way ANOV A was carried out to test for possible differences in college 
adjustment among students with different places of residence (on campus, off campus, at 
home with parents). There was a statistically significant difference in SACQ goal 
commitment/institutional attachment scores among the three groups, F (2, 104) = 7.05, p 
= .001. Post hoc analysis using Tukey's HSD showed that the only significant difference 
in attachment scores were between students who lived on campus (M = 50.5, SD = 7.6) 
and students who lived off campus .(M = 42.9, SD = 8.9). Students who lived at home 
with parents (M = 48.2, SD = 5.6) scored in between and did not differ significantly from 
the other two groups. These results show greater commitment to goals and attachment to 
the university for students who lived on campus. 
Personality Type in College Adjustment 48 
Results also revealed a statistically significant difference in SACQ social 
adjustment scores among the three groups, F (2, 104) = 7.20, p = .001. Post hoc analysis 
using Tukey's HSD showed that the only significant difference in social adjustment 
scores were between students who lived on campus (M = 51.6, SD = 8.0) and students 
who lived off campus (M = 44.4, SD = 7.0). Students who lived at home with parents (M 
= 47.5, SD = 6.7) scored in between and did not differ significantly from the other two 
groups. These results show higher levels of adjustment for students who lived on 
campus. There were no statistically significant differences in academic adjustment scores, 
personal-emotional scores, or SACQ full-scale scores by place of residence. 
Contributions oflndependent Variables to College Adjustment 
A multiple regression procedure was used to determine the contribution of the 
significant independent variables to college adjustment. Five multiple regression analyses 
were conducted, one for each of the five SACQ measures of college adjustment (Table 
1 0). As described earlier, independent variables were included in the models, in the 
analyses described above, if they showed a statistically significant relationship to the 
dependent variables in the previous set of analyses at the p < .05 level. 
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Table 10 
Multiple Regression Models 
Model Dependent Variables Independent Variables to be Included in the Models 
1 
2 
3 
4 
5 
Social Adjustment 
Academic Adjustment 
Goal Commitment/ 
Institutional 
Attachment 
Personal Emotional 
Adjustment 
Full Scale Adjustment 
extraversion/introversion, judging/perceiving, place 
of residence (on campus, off campus only), self 
esteem problems, interpersonal problems, family 
problems 
judging/perceiving, career problems, self esteem 
problems, interpersonal problems, family problems 
extraversion/introversion, place of residence (on 
campus, off campus only), self esteem problems, 
career problems, interpersonal problems, family 
problems 
self esteem problems, career problems, interpersonal 
problems, family problems 
self esteem problems, career problems, interpersonal 
problems, family problems 
To determine the relative contribution of each independent variable to the 
regression equation, a Relative Pratt Index (Thomas, Hughes & Zumbo, 1998) was 
computed. The Relative Pratt Index qualifies the contribution that each independent 
variable makes to the overall regression equation by partitioning the model R2 into that 
proportion attributable to each independent variable. Furthermore, the cut off for variable 
importance in a Relative Pratt Index with 4 predictors (models 4 and 5) is 12.5%, with 5 
predictors (model2) is 10%, and with 7 predictors (models 1 and 3) is 7.1% (Thomas et 
al., 1998). This means that only the independent variables with a Relative Pratt Index of 
2: 12.5% in models 4 and 5, 2: 10% in model2, and 2:7.1% in models 1 and 3 are 
considered to make an important contribution to the variability of the dependent variable. 
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Social Adjustment 
The results of the first multiple regression procedure indicated that there were 
significant contributions made by some of the independent variables to SACQ social 
adjustment, F (7, 99) = 15.1, p =.000 (see Table 11). These variables accounted for 52% 
of the variation in social adjustment, with CAS subscales having the greatest influence 
(Pratt = 72.8%), followed by place of residence (Pratt= 21.7%), and the MBTI 
preferences (Pratt= 7.6%). The CAS subscales made the following individual 
contributions: self-esteem problems (52.3 %), interpersonal problems (20.5%). Results 
also indicated that residing on campus vs. off campus (21. 7%) made the only significant 
place of residence contribution to social adjustment. The MBTI variables in order of 
significance were Extraversion/Introversion (5.0 %) and Judging/Perceiving (2.7%). 
Although statistically significant, the RPI suggests that neither the Extraversion/ 
Introversion dichotomy, nor the Judging/Perceiving dichotomy made a statistically 
important contribution. Research hypotheses stated that social adjustment would be 
related to low levels of interpersonal problems, low levels of family problems, and the 
preferences for Extraversion and Judging. Thus, the results support these hypotheses. 
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Table 11 
Multiple Regression Modell - Social Adjustment 
Independent Variables Beta Correlation RPI 
CAS self-esteem problems -0.452 -0.597 52.30 
RESIDE2 0.321 0.348 21.65 
CAS interpersonal problems -0.220 -0.480 20.47 
MBTI Extraversion/Introversion -0.078 -0.329 4.97 
MBTI Judging/Perceiving 0.074 0.188 2.70 
RESIDE! -0.151 0.064 -1.87 
CAS family problems 0.002 -0.360 -0.14 
Note. R-squared=0.516, negative numbers are not considered to contribute to the 
equation. Negative numbers= 0. RESIDE!= living at home with parents vs. living off 
campus, RESIDE2 =living on campus vs. living off campus, RPI =Relative Pratt Index. 
Academic Adjustment 
The results of the second multiple regression indicated that there were significant 
contributions made by some of the independent variables to SACQ academic adjustment, 
F (5, 101) = 14.7, p =.000 (see Table 12). These variables accounted for 42% of the 
variation in academic adjustment, with the CAS subscales in total having the greatest 
influence (Pratt= 90%), followed by the MBTI preferences (Pratt= 10%). The CAS 
subscales made the following individual contributions: career problems (56.8%), self-
esteem problems (22.3%), and interpersonal problems (10.9%). Family Problems did not 
make a significant contribution. The MBTI variables Judging /Perceiving accounted for 
10% of the variation in academic adjustment. As predicted in the hypotheses, SACQ 
academic adjustment scores were significantly related to low levels of career problems, 
greater self-esteem problems, and a preference for Judging. Thus, the results support the 
hypotheses. 
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Table 12 
Multiple Regression Model 2 - Academic Adjustment 
Independent Variables Beta Correlation RPI 
CAS career problems -0.415 -0.577 56.88 
CAS self-esteem problems -0.229 -0.411 22.36 
CAS interpersonal problems -0.116 -0.396 10.91 
Judging/Perceiving -0.214 -0.199 10.12 
CAS family problems 0.004 -0.256 -0.24 
Note. R-squared=0.421, negative numbers are not considered to contribute to the 
equation. Negative numbers= 0, RPI =Relative Pratt Index. 
Goal Commitment/Institutional Attachment 
The results of the third multiple regression procedure indicated that there were 
significant contributions made by some of the independent variables to SACQ goal 
commitment/institutional attachment (GCIA), F (7, 99) = 9.3, p =.000 (see Table 13). 
These variables accounted for 40% of the variation in GCIA, with CAS sub scales having 
the greatest influence (Pratt= 75%), followed by place of residence (Pratt= 25.7%). The 
order of statistically significant contributions for the CAS subscales is as follows: self-
esteem problems (56.6%), interpersonal problems (17%), family problems (1 %), and 
career problems (1 %). Although statistically significant, the RPI suggests that both career 
problems and family problems did not make a statistically important contribution. 
Residing on vs. off campus accounted for all the place of residence contribution at 
25.7%. There was no significant contribution made by the MBTI preferences. Research 
hypotheses stated that GCIA would be related to low levels of career problems and 
preferences for Extraversion and Sensing. Thus, the hypothesis was not supported. 
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Table 13 
Multiple Regression Model 3 - Goal Commitment/Institutional Attachment 
Independent Variables Beta Correlation RPI 
CAS self-esteem problems -0.419 -0.535 56.61 
RESIDE2 0.302 0.337 25.70 
CAS interpersonal problems -0.168 -0.405 17.18 
CAS career problems -0.020 -0.258 1.30 
CAS family problems -0.014 -0.318 1.12 
MBTI Extraversion/Introversion 0.021 -0.208 -1.10 
RESIDE I -0.019 0.161 -0.77 
Note. R-squared=0.396, negative numbers are not considered to contribute to the 
equation. Negative numbers= 0. RESIDE!= living at home with parents vs. living off 
campus, RESIDE2 = living on campus vs. living off campus, RPI =Relative Pratt Index. 
Personal Emotional Adjustment 
The results of the fourth multiple regression procedure indicated that there were 
statistically significant contributions made by some of the independent variables to 
SACQ personal-emotional adjustment, F (4, 102) = 28.3, p =.000 (see Table 14). These 
variables accounted for 53% of the variation in personal-emotional adjustment, with the 
CAS sub scales having all of the influence (Pratt= 100% ). The order of significant 
contributions for the CAS subscales is as follows: interpersonal problems (43%), self-
esteem problems (42.5%), family problems (11.7%), and career problems (2.8%). 
Although statistically significant, the RPI suggests that both career problems and family 
problems did not make a statistically important contribution. Research hypotheses 
predicted that personal-emotional scores would be related to low levels of interpersonal 
problems, low levels of family problems, high levels of self-esteem, and preferences for 
Extraversion, Intuition, and Perceiving. Results indicated that personal emotional 
adjustment is related to low levels of interpersonal problems, low levels of family 
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problems, and high levels of self-esteem; however, because the MBTI made no 
contribution to college adjustment, these hypotheses are only partially supported. 
Table 14 
Multiple Regression Model 4 - Personal/Emotional Adjustment 
Independent Variables Beta Correlation RPI 
CAS interpersonal problems -0.360 -0.628 42.98 
CAS self-esteem problems -0.361 -0.619 42.48 
CAS family problems -0.126 -0.489 11.71 
CAS career problems -0.039 -0.376 2.79 
Note. R-squared=0.526, negative numbers are not considered to contribute to the 
equation. Negative numbers = 0, RPI = Relative Pratt Index. 
Full Scale 
Finally, the results of the fifth multiple regression procedure indicated that there 
were significant contributions made by some of the independent variables to SACQ full-
scale scores, F (4, 102) = 37.9, p =.000 (see Table 15). These variables accounted for 
60% of the variation in full scale adjustment, with the combined CAS subscales having 
all the influence (Pratt = 100% ). The CAS sub scales made the following individual 
contributions: self-esteem problems (52.2%), interpersonal problems (32.4%), career 
problems (11.8%), and family problems (3.6%). Although statistically significant, the 
RPI suggests that both career problems and family problems did not make a statistically 
important contribution. There was no significant contribution made by the MBTI 
preferences, nor place of residence. Research hypotheses stated that the SACQ full scale 
would be related to place of residence and preferences for Extraversion and Judging. 
Thus, the hypothesis was not supported. 
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Table 15 
Multiple Regression Model 5 - Full Scale 
Independent Variables Beta Correlation RPI 
CAS self-esteem problems -0.452 -0.691 52.23 
CAS interpersonal problems -0.308 -0.628 32.35 
CAS career problems -0.148 -0.477 11.81 
CAS family problems -0.048 -0.453 3.64 
Note. R-squared=0.598, negative numbers are not considered to contribute to the 
equation. Negative numbers= 0, RPI = Relative Pratt Index. 
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CHAPTER FIVE 
Discussion 
The primary purpose of this study was to examine whether a relationship existed 
between the participants' level of adjustment to college and their personality types as 
measured by the Myers Briggs Type Indicator. This formed the overall research question, 
which was then broken down into two subsidiary questions and six hypotheses. 
In determining the level of adjustment of students enrolled in first year studies at 
the University of Northern British Columbia, the Student Adaptation to College 
Questionnaire (SACQ) was administered to 107 students. Knowing the characteristics of 
those who successfully adjust to college is important to administrators of higher 
education (Edwards, 1989; Tinto, 1993). The SACQ assesses how a student is adjusting 
academically, personally and emotionally, s_ocially, and through attachment to and 
involvement in university activities. 
The Myers-Briggs Type Indicator (MBTI) was administered to determine each 
student's personality preferences. The MBTI has many uses which include helping 
individuals cope with their problems and guiding them to choose appropriate majors, 
professions, and occupations (Myers & McCaulley, 1985). The MBTI assesses how the 
individual prefers to focus his/her attention, take in information, make decisions, and 
orient to the outer world. 
Subsidiary Question # 1: Is there an association between each of the four opposite MBTI 
dichotomies and the five SACQ adjustment subscales? 
Analyses showed that some of the MBTI preferences were related to some of the 
adjustment variables at the bivariate level. Extraversion and Perceiving were found to be 
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positively related to social adjustment. Extraversion was found to be positively related to 
goal commitment/institutional attachment and Judging was found to be positively related 
to academic adjustment. This means that students who preferred Extraversion were more 
socially integrated and showed more commitment and attachment to UNBC than did 
students who preferred Introversion. Similarly, students who preferred Perceiving 
showed higher levels of social adjustment than did students who preferred Judging. 
Finally, students who preferred Judging showed higher academic adjustment than did 
students who preferred Perceiving. 
Subsidiary Question# 2: Do MBTI preference scores still play a significant role given the 
presence of other variables? 
Baker and Siryk (1984) assert that adjustment is not dependent on a single factor, 
rather that it depends on the interaction of many variables such as attitudes, behaviour, 
and what the college or university has to offer the student. 
A review of the previous literature on college adjustment revealed that studies 
have tended to focus on personal, social, and academic variables. Such variables that 
emerged from the literature review were gender, interpersonal problems, self-esteem 
problems, family problems, career problems, place of residence, and the MBTI 
dichotomies (Extraversion/Introversion, Sensing/Intuition, Thinking/Feeling, and 
Judging/Perceiving). Thus, these variables were also included in the present study. 
Preliminary results showed that there were no gender differences on any of the 
adjustment variables. In addition, analyses indicated that the MBTI dichotomies 
Sensing/Intuition and Thinking/Feeling were not significantly related to any of the 
adjustment variables. 
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All other variables showed statistical significance depending on which adjustment 
subscale was examined. Further analyses, conducted using the MBTI preferences that 
showed statistical significance in the previous question, revealed that, in the presence of 
these other variables, Extraversion still contributed to social adjustment but no longer 
contributed to goal commitment/institutional attachment. Judging still contributed to 
academic adjustment and Perceiving still contributed to social adjustment. This means 
that, in the presence of other variables, Extraversion accounted for some of the variance 
in social adjustment but no longer accounted for any of the variance in goal 
commitment/institutional attachment. Judging accounted for some of the variance in 
academic adjustment, whereas Perceiving accounted for some of the variance in social 
adjustment. Furthermore, according to the RPI, although Extraversion and Perceiving 
contributed to social adjustment, they did not meet the cut off for variable importance. 
Therefore, the contributions of individual preferences, as measured by the MBTI, varied 
depending on the adjustment subscale being examined. 
In the remainder of this chapter, the six hypotheses will be discussed and linked to 
previous literature, potential limitations of this study will be explored, implications for 
counsellors will be identified, ideas for future research will be suggested, and conclusions 
will be drawn. First, the six hypotheses will be discussed in terms ofthe five aspects of 
college adjustment: academic adjustment, personal-emotional adjustment, social 
adjustment, goal commitment/institutional attachment, and overall adjustment. Second, 
limitations of the current study will be discussed followed by implications for 
counsellors. Finally, recommendations for future research will be suggested and 
conclusions drawn. 
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Hypothesis 1 - Academic Adjustment 
The first hypothesis stated that higher academic adjustment scores would be 
related to lower levels of career problems, higher levels of self-esteem, and higher scores 
on the Judging, Intuition and Introversion dimensions. Analyses revealed that this 
hypothesis was partially supported. The results of this study indicated that career 
problems accounted for the greatest proportion of variation in academic adjustment and 
showed a strong negative relationship with academic adjustment. These findings suggest 
that the better adjusted the student is academically, the less difficulty the student has 
making career decisions. These results lend support to Smith and Baker (1986) who 
suggest that academic adjustment is easier for students who have already decided on a 
career path. 
The present research results show that problems with self-esteem are negatively 
related to academic adjustment, which means that, as academic adjustment increases, 
self-esteem problems decrease. Zuckerman et al. (1998) suggested that low self-esteem 
was an indication of poor adjustment to college or university and could be attributed to 
the self- handicapping behaviours ofthe student. Grayson and Cauley (1989) attribute a 
fragile self-esteem to the individual placing greater emphasis on external successes rather 
than searching for satisfaction from internal sources. Although the present results do not 
indicate the causes of self-esteem problems and only show that associations exist between 
academic adjustment and self-esteem problems, it is clear that a relationship between 
self-esteem problems and academic adjustment have been noted in the past. 
Analyses showed that the Judging/Perceiving dimension accounted for a 
significant proportion of the variance in academic adjustment. Students who prefer 
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Judging reported higher levels of academic adjustment than did students who prefer 
Perceiving. This finding is consistent with Schurr and Ruble (1986) who found that 
students who prefer Judging performed better academically than did students who prefer 
Perceiving. 
Contrary to the findings ofBaudouin and Uhl (1998) and Schurr and Ruble 
(1986) who linked the preference for Intuition to academic adjustment, the present study 
results found that the Sensing/Intuition dimensions did not contribute to academic 
adjustment. There are a few reasons that could account for this contradiction. First, 
although Baudouin and Uhl's (1998) study was conducted in Canada, their sample was 
made up entirely of French speaking students. Schurr and Ruble (1986) conducted their 
study in the United States. This could imply that there are cultural differences not only 
between anglophones and francophones in Canada, but also cultural differences between 
Canada and the United States. Second, UNBC may be significantly different in terms of 
courses or programs of study than the other two institutions. Third, and most 
importantly, Schurr and Ruble (1986) used student grades as the sole measure of 
academic adjustment. 
The present study results found that the Extraversion/Introversion dimension did 
not contribute to academic adjustment. This is contrary to Schurr and Ruble (1986) who 
found that students who prefer Extraversion perform less well academically than students 
who prefer Introversion. An explanation accounting for the difference in findings is that 
Schurr and Ruble (1986) used grades as an indication of academic integration, whereas 
the present study examined the facets of academic adjustment rather than grades. 
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While not hypothesized, family problems were found to be negatively related to 
academic adjustment. This means that as family problems increase, adjustment decreases 
These findings support research conducted by Lopez et al. (1998) which showed a strong 
negative relationship between family problems and college adjustment. Further, these 
findings support research by Lapsley et al. (1990) which showed that healthy attachment 
to parents and peers is related to academic adjustment in first year students .. 
Hypothesis 2- Personal-Emotional Adjustment 
The second hypothesis stated that higher personal-emotional adjustment scores 
would be related to lower levels of interpersonal problems, lower levels of family 
problems, lower scores on the Extraversion, Intuition, and Perceiving dimensions, and 
higher levels of self-esteem. Analysis revealed that this hypothesis was essentially 
supported. Interpersonal problems accounted for the greatest proportion of variation in, 
personal-emotional adjustment. Results show that interpersonal problems have a strong 
negative relationship with personal-emotional adjustment. As interpersonal problems 
decrease, personal-emotional adjustment increases. This finding is consistent with 
Protinsky and Gilkey (1996) who noted that students who reported having good 
interpersonal relationships had higher levels of college adjustment. 
Family problems were found to be negatively related to, and accounted for a 
significant proportion of variation in, personal-emotional adjustment. This finding 
suggests that the student who is experiencing family problems will have a more difficult 
time with personal-emotional adjustment than will students who have positive family 
relations, as has been suggested by Holmbeck and Wandrei (1993). Although statistically 
Personality Type in College Adjustment 62 
significant, the Relative Pratt Index suggests that family problems did not make a 
statistically important contribution. to personal-emotional adjustment. 
Contrary to the findings ofBarrineau (1997), the present study showed no 
relationships between the MBTI dichotomies and personal-emotional adjustment. This 
difference can be attributed to many factors. First, Barrineau's (1997) sample was very 
small (n = 49) and was not limited to first-year students, the study was conducted in the 
United States, he examined MBTI whole type rather than individual preferences, and he 
focussed on alcohol policy violators. It is apparent that the two studies are not parallel as 
the present study incorporated a larger sample of first-year students (n = 1 07), was 
conducted in Canada, examined individual MBTI preferences, and focused on aspects of 
adjustment. 
Further findings revealed that self-esteem problems accounted for a significant 
proportion of the variation in, and showed a significant negative relationship with, 
personal-emotional adjustment. In their study, Zuckerman et al. (1998) suggested that 
coping strategies used to protect self-esteem (emotion-focussed strategies) ultimately 
resulted in poor adjustment over time. They further suggest that engaging in emotion-
focussed coping, (denial, behavioural and/or mental disengagement, negative focus) 
rather than problem-focussed coping is related to negative affect, and results in poor self-
esteem. Similarly, in their study, Leong and Bonz (1997) found that for first year 
students, emotion-focussed coping was related to lower levels of personal-emotional 
adjustment. Further, Leong & Bonz (1997) added that problem-focussed coping was 
predictive of personal-emotional adjustment. In other words, a negative relationship 
exists between emotion-focussed coping and personal-emotional adjustment; as emotion-
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focussed coping increases, personal-emotional adjustment decreases. Other research has 
indicated that because males use more problem-focused coping and females use more 
emotion-focused coping, females are more at risk for adjustment problems. Contrary to 
these findings, the present results did not indicate gender differences. 
While not hypothesized, career problems showed significant negative correlations 
with personal-emotional adjustment. These findings lend support to Kalsner (1991) who 
points out that first year university students have many difficult choices to make 
regarding college and career goals while also striving to develop a healthy sense of 
identity. This finding also supports Santrock's (1993) idea that the healthy identity is 
related to planful and critical career decision-making styles. This means that a student 
who does not have a sense of psychological and physical well being will have a greater 
likelihood of experiencing problems related to career decision-making. However, 
although statistically significant, according to the RPI, career problems did not make a 
statistically important contribution to personal/emotional adjustment. 
Hypothesis 3 - Social Adjustment 
The third hypothesis stated that higher social adjustment scores would be related 
to lower levels of interpersonal problems, lower levels of family problems, and higher 
scores on the Extraversion and Judging dimensions. Analyses revealed that this 
hypothesis was partially supported. 
Results revealed that interpersonal problems accounted for a significant 
proportion of the variation in social adjustment. Findings also showed that interpersonal 
problems were negatively related to social adjustment, which means that, as interpersonal 
problems increase, social adjustment decreases. This finding is consistent with McGovern 
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(1993) and Mallinckrodt (1988) who stress that while the absence of social support may 
add to feelings of loneliness and alienation, supportive interactions reinforce the person's 
sense of self-promoting effective adjustment. Social support has been used 
synonymously with social integration and is defined as a coping strategy to reduce stress, 
thereby enhancing adjustment (Valentiner et al., 1994). Gilbert et al. (1997) say that 
social integration is the result of the student interacting with a variety of people in the 
college or university and that these experiences are crucial for the student in developing a 
sense ofbelonging. Schwitzer et al. (1993) concur stating that supportive interactions 
with others promote more effective adjustment. 
Kenny and Donaldson (1991) assert that the absence of marital conflict and 
students' positive attachment to parents are associated with social competence. However, 
contrary to findings of Kenny and Donaldson (1991) and Lopez et al. (1988), the present 
findings did not show a significant relationship between family problems and social 
adjustment. This finding is in agreement with the work of Schultheiss and Blustein 
(1994) who asserted that the absence of marital conflict was not essential for healthy 
adjustment, nor is parental attachment significantly related to college adjustment. 
Schultheiss and Blustein (1994) believe that their findings show new evidence that family 
relationship factors may function in different ways depending on the developmental level 
of the individual. They define the developmental levels as including establishing and 
clarifying career and life planning, developing mature interpersonal relationships, and 
gaining academic autonomy. Simply stated, those who have progressed further in their 
development are more likely to be better adjusted. If this is fact, then the students in the 
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present study may have progressed further in their development than did students in 
either the Kenny and Donaldson (1991) study or the Lopez et al. (1988) study. 
Analyses of the MBTI preferences revealed that both the Extraversion/ 
Introversion dimension and the Judging/Perceiving dimension accounted for a significant 
proportion of variance in, and were positively related to, social adjustment. The students 
who prefer Extraversion reported higher levels of social adjustment. Although 
statistically significant, the RPI suggests that neither Extraversion nor Perceiving made 
statistically important contributions to social adjustment. The present study findings 
support the findings ofBaudouin and Uhl (1998), and Provost (1985), who both report 
that students who preferred Extraversion had higher levels of social integration than did 
students who preferred Introversion. However, Baudouin and Uhl (1998) and Provost 
(1985) also report that the students who prefer Judging have higher levels of social 
adjustment. Contrary to this finding, present results found that the preference for 
Perceiving is related to higher levels of social adjustment. This finding fits well with 
those of Myers et al. (1998) who describe those with a preference for Perceiving as open 
to change, curious, adaptable, and spontaneous. Explanations to account for the 
differences between these two studies and the present study are that Provost (1985) and 
Baudouin and Uhl (1998) examined MBTI whole type while the present study examined 
individual MBTI preferences. Additionally, both studies focussed on persistence, that is, 
examination of student files of the following year to determine which students had 
returned or withdrawn. Further, Provost (1985) conducted a longitudinal study that 
utilized only the MBTI and had a much larger sample size than the present study. 
Baudouin and Uhl's (1998) sample size was twice as large as the sample size of the 
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present study, all subjects were French speaking, and the study examined aspects of 
integration rather than aspects of college adjustment. 
While not hypothesized, findings showed that living on campus was positively 
related to social adjustment. While no significant differences were found between living 
at home with parents and living on campus, results showed that generally students living 
on campus had higher levels of social adjustment than did students who lived off campus 
and on their own. These results lend support to Grayson (1997) and Wolfe (1993) who 
suggest that living on campus provides the student with opportunities to become more 
involved with social and other activities of the college or university. 
Self-esteem problems accounted for the largest proportion of the variation in, and 
were negatively related to social adjustment even though this relationship was also not 
hypothesized. This means that as self-esteem problems increase, social adjustment 
decreases . This result tends to support a number of findings in the literature that indicate 
the importance of a sense-of-self in social adjustment (Gilbert et al., 1997; Mallinckrodt, 
1998; Schwitzer et al., 1993). 
Hypothesis 4 - Goal Commitment/Institutional Attachment 
The fourth hypothesis stated that higher goal commitment/institutional attachment 
(GCIA) scores would be related to lower levels of career problems and higher scores on 
the Extraversion and Sensing dimensions. Analyses revealed that this hypothesis was 
partially supported. The present study showed that career problems accounted for a small 
proportion of the variation in, and were negatively related to, goal commitment/ 
institutional attachment. This means as career problems increase, goal 
commitment/institutional attachment decreases, which suggests that the more committed 
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and involved with the college or university, the less difficulty the student will have 
setting career goals. This is consistent with Upcraft and Gardner (1989) who found that 
first-year students reported that the uncertainty about what to study was the major reason 
for dropping out of college. This finding indicates that making a career decision will 
lessen the likelihood of the student dropping out of school. Although career problems 
showed statistical significance, the RPI suggests that career problems do not make a 
statistically important contribution to goal commitment/institutional attachment. 
Contrary to hypothetical prediction, analyses revealed that no relationship existed 
between any of the MBTI preferences and goal commitment/institutional attachment. 
Anchors et al. (1989) found that the preferences for Extraversion and Sensing were 
related to persistence, while Provost (1985) found that the preferences for Extraversion 
and Judging were related to persistence. Although Extraversion was found to be 
positively related to goal commitment/institutional attachment at the bivariate level in the 
present study, in the presence of other variables, Extraversion no longer contributed to 
GCIA. 
While not hypothesized, several other variables accounted for specific proportions 
of variance in GCIA. Self-esteem problems were found to be negatively related to, and 
accounted for the largest proportion of variation in, GCIA. This means that as self-esteem 
problems increase, GCIA decreases. This suprising result may be explained by Lapsley 
et al. (1990) who speculate that first-year students arrive at college or university with a 
relatively good sense of identity, but the rigors and expectations of college life may 
undermine the certainties on which personal identity has been built. This, in tum, may 
impact the degree to which the student commits and bonds with the university. Similarly, 
Personality Type in College Adjustment 68 
Tinto (1987) says that positive experiences for students reinforce persistence and 
commitment to college completion, as well as commitment to the college itself. 
Another finding of this study was that interpersonal problems accounted for a 
significant proportion of the variation in GCIA and showed a strong negative relationship 
with GCIA. This means that as interpersonal problems increase, GCIA decreases. High 
scores on interpersonal problems may reflect excessive dependence on others, increased 
vulnerability, and/or a distrustful argumentative style of relating to others as has been 
suggested by Anton and Reed (1991). These difficulties in relating to others may extend 
to the relationships or bonds that the student has established with the university (Baker 
and Siryk, 1989). This finding is consistent with Tinto (1987) who explains that the 
individual's experiences in the various contexts of the institution modify intentions and 
commitments and that it is the positive integrative experiences in the academic and 
personal realm that reinforce commitment to college. 
Family problems were found to account for a significant proportion of the 
variation in, and were negatively related to, GCIA. These results indicate that students 
who are experiencing family problems are more likely to show lesser commitment and 
attachment than students who do not have family problems. Although statistically 
significant, the RPI suggests that family problems did not make a statistically important 
contribution to goal commitment/institutional attachment. 
Finally, living on campus was found to account for a significant proportion of the 
variation in, and was positively related to, GCIA. These results indicate that students who 
live on campus are more likely to show greater commitment and attachment to the 
university than students who live either at home with parents or off campus on their own. 
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These results lend support to Grayson (1997) and Wolfe (1993) who suggest that living 
on campus provides the student with opportunities to become more involved with social 
and other activities of the college or university. Similarly, Pascarella and Terenzini 
(1991) note that living on campus is positively linked to persistence in college and 
positive outcomes are due to greater opportunities for on-campus students to become 
involved. 
Hypothesis 5 - Overall Adjustment 
The fifth hypothesis stated that higher full-scale scores would be related to 
residing on campus and higher scores on the Extraversion and Judging dimensions. It is 
thought that whether a student lives on campus, off campus, or at home with parents will 
influence the student's adjustment. It was hypothesized that living on campus would be 
related to overall adjustment (Gilbert et al., 1997). Contrary to hypothetical prediction, 
neither the MBTI preferences nor living on campus were found to be related to overall 
adjustment. Thus the hypothesis was not supported. 
However, results showed that self-esteem problems accounted for 53% of the 
variation in overall adjustment. This finding supports research conducted by Zuckerman 
et al. (1998) who suggested a negative relationship between self-esteem problems and 
college adjustment. Perhaps the most important finding of this study revealed low self-
esteem to be both the most significant indicator of overall adjustment problems and an 
important contributor to each of the adjustment areas (academic, personal-emotional, 
social, goal commitment/institutional attachment). 
Interpersonal problems also accounted for a significant proportion of the variation 
in overall adjustment. As discussed previously, high scores on interpersonal problems 
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indicate the presence of difficulty in relating to others. Astin (1993) and Mallinckrodt 
(1988) suggest that growth in interpersonal skills is the result of successfully socializing 
with friends and classmates, as well as participating in on-campus activities. Therefore, 
interpersonal problems inhibit the development of skills, thus impacting on overall 
adjustment to college or university. The present study findings also support those of 
Gilbert et al. (1997) who say that the development of a sense of belonging is critical for 
first-year students. 
Career problems also accounted for a significant proportion of the variation in 
overall adjustment. Students identifying career problems may be experiencing anxiety, 
or worry in selecting an academic major or career path (Anton and Reed, 1991). 
Similarly, Lucas and Epperson (1990) assert that career problems are related to anxiety 
and decision-making styles. This is consistent with Upcraft and Gardner (1989) who add 
that, for first-year students, tentativeness in selecting a career is quite common. 
Although statistically significant, the RPI suggests that career problems did not make a 
statistically important contribution to overall adjustment. 
An additional finding was that family problems accounted for a significant 
proportion of the variation in overall adjustment. While not hypothesized, family 
problems showed a significant negative relationship with the full-scale score. In other 
words, as family problems increase, overall adjustment decreases. The student who 
identifies that he/she has family problems may be experiencing difficulty achieving 
emotional separation from the family and difficulty learning to be independent (Anton & 
Reed, 1991). In addition, having family problems may be an indication of worry or 
concern over problems in a conflicted or tumultuous family. Findings of the present study 
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support those of Lopez et al. (1988) who suggest that independence and autonomy for the 
student is the result of positive family relations. They further assert that problems within 
the family may precipitate emotional difficulties for the student that, in turn, may impact 
on adjustment. Although statistically significant, the RPI suggests that family problems 
did not make a statistically important contribution to overall adjustment. 
Hypothesis 6 - MBTI Preferences 
The sixth hypothesis stated that different MBTI preference scores would play 
significant roles depending on which college adjustment scale was examined. Analyses 
revealed that this hypothesis was partially supported. 
It is important to look at different types of adjustment, not just overall adjustment, 
because personality, as measured by the MBTI may play a role in some areas of 
adjustment, but not others. Further, in the case of the MBTI, different preferences may 
play a role for various aspects of adjustment considered. 
Contrary to hypothetical prediction, not as many MBTI preferences played a role 
in college adjustment as expected. However, even when other variables were controlled 
for, Extraversion and Perceiving were each found to be related to social adjustment and 
Judging was found to be related to academic adjustment. Thus, different MBTI 
preferences were related to different aspects of college adjustment. Although these 
preferences showed statistical significance, according to the RPI, they did not meet the 
cut off for variable importance. The MBTI preferences were not found to be related to 
overall adjustment, goal commitment/ institutional attachment, or personal-emotional 
adjustment. 
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Limitations ofthe Current Study 
Although the design, methods, and procedures of this research were valid and 
reliable, as in any study using human subjects, a number of factors present possible 
limitations. These factors are discussed in detail below. 
One limitation to the current study is the small sample size. The sample in this 
study consisted of 107 first-year, first semester students. Other studies have used much 
larger samples (e.g., n = 1 0,000). With a small sample size, there is the possibility that 
one does not have the power to detect significant results or that not all members of the 
population are represented. However, it is important to note that, assuming a medium 
effect size, analysis suggested that 85-125 participants would be needed in the present 
study for adequate power (Cohen 1992). Also, in terms ofthe MBTI, there was at least 
one person representing each of the sixteen personality types in this study. 
A second limitation of the current study is that the findings pertain only to first-
year, first semester students, and may not be generalizable to students at other levels. 
Because this sample consisted predominantly of young, white, single UNBC students, the 
findings of this study may not hold true for individuals of other ages, cultures, or for 
individuals attending other universities or to new first-year students who enter the 
university in other semesters. However, by not mixing together students of differing 
levels, it is quite clear to which group the results apply. 
A third limitation is that volunteer bias may have been present. Some students 
may have been predisposed to volunteer, or may have been motivated to volunteer 
because of the experimental bonus credit. The present study results show that volunteer 
bias may have occurred because there was an overrepresentation ofboth ENFPs and 
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INFPs who accounted for 36% of the total sample. In other words, there were twice as 
many ENFPs and INFPs represented than any other whole type in the sample. Further, 
the preference for Feeling accounted for 75% of the sample. According to MBTI theory, 
the preference for Feeling is characterized by a desire for affiliation, warmth, harmony, 
and the tendency to be supportive to others. These individuals may have sought to 
support the researcher in something that mattered to her and provide themselves with a 
sense of affiliation, through their participation, at the same time. 
A fourth limitation is the instrument used to measure adjustment. The Student 
Adaptation to College Questionnaire is reported to be "transparent as to purpose". 
Students may well have been able to discriminate between the various positive and 
negative aspects of adjustment as set out in the questions. Therefore, the data provided 
may have been based on the desire to hide or alternately reveal information based on 
personal interest rather than on frank responding. However, the SACQ proved to be 
strongly related to the four CAS subscales, so it is doubtful that the students responded in 
a less than forthright way. 
A fifth limitation is the gender imbalance of the sample. Females accounted for 
two-thirds of the sample, which may indicate that an adequate representation of the 
student population was not achieved. 
A final limitation of the study was the difficulty in scoring the MBTI Form M. 
While the MBTI manual states that raw scores can be converted to standard scores, it was 
found that this could only be accomplished through computer scoring. However, the 
program to convert the raw scores was not available in Canada. As a result, the present 
study utilized individual preferences instead of converting raw scores to standard scores. 
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Strengths of the Current Study 
The sample size of 107 students was a relative strength given the small size of 
UNBC, which has a student population averaging between 2300 and 5000 students. Both 
male (n = 32) and female (n = 75) participants were included in the sample. As described 
earlier, assuming a medium effect size, power analysis suggested a minimum of 85 
participants would be needed at alpha= .05 (Cohen 1992), which was met in this study. 
A second strength is that a range of scores for the participants was achieved. 
Scores for the SACQ ranged between 25 and 75, which are listed as the minimum and 
maximum for that scale (Baker and Siryk, 1984). Similarly, scores for the CAS ranged 
between 29 and 76, with the minimum and maximum possible scores being 20 to 80 
(Anton and Reed, 1991). Also, there was at least one person representing each of the 
MBTI sixteen personality types in this study. 
A third strength was the focus on first-year, first semester studies. The first year, 
first semester is especially important because this is a critical period for students in 
making the social and academic transition to the much more challenging life of the 
college or university (Upcraft and Gardner, 1989; Tinto, 1993). The transition is 
particularly more challenging for students who have moved away from home to attend 
college. By not including students from other years of study, we can be assured to which 
group the results apply. 
Finally, the comprehensiveness of the study was a strength. The study not only 
examined the role of personality type in college adjustment at the bivariate level, but also 
it examined the role of personality type in the presence of other variables. The 
importance of this study was threefold. It was important to examine various aspects of 
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personality to obtain a true sense of the characteristics of first-year students, to determine 
which characteristics were significant for positive adjustment, and to advance knowledge 
of human behaviour in the university setting. 
Implications for Counsellors 
There are a number of ways that a counsellor can assist students in adjusting to 
college or university. Rice and Whaley (1994) say that counsellors should be prepared to 
assist on three levels: primary, secondary, and tertiary. The first, primary intervention, 
deals with providing workshops for new students that address such issues as campus life 
and information, social adjustment, career planning/discussion, managing transitions, and 
academic skills. Secondary intervention is geared more toward addressing mental health 
issues. In secondary intervention, counsellors provide assessments of personality, 
attachments, and adjustment; then, if warranted, they can provide workshops or 
individual counselling to the student in terms of coping and problem solving skills, 
relationship enhancement strategies, and social skills training. Tertiary intervention 
provides the student with additional individual counselling, or if necessary, referrals for 
therapeutic counselling. 
The findings of this study provide a number of important implications for higher 
education and for counsellors. It is crucial to be able to recognize and accurately assess 
the relative influence of factors or characteristics that are likely to cause students to fail in 
their adjustment to university. 
This study showed that problems with self-esteem are related to all areas of 
adjustment. The human ability to judge oneself and find oneself wanting causes 
enormous pain. This often results in the individual taking fewer social, academic, and 
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career risks (McKay and Fanning, 1992). This, in tum, limits the student's ability to be 
open with others, hear criticism, or solve problems; instead the student erects barriers in 
defense (McKay and Fanning, 1992). Antonello (1996) states that negative esteem 
components include guilt, shame, inadequacy, isolation and loneliness, whereas positive 
esteem components include confidence, security, competence, belongingness, and 
adequacy. With this in mind, counsellors may need to assess the extent of students' 
emotional distress and coping strategies and assist them in identifying and developing 
alternative strategies that will increase self-esteem. These strategies could include 
increased positive self-talk, visualization techniques, behavioural rehearsal, and self-
hypnosis. 
It is suggested that counsellors become more versed in aspects of career planning 
and career decision-making as career problems were highly related to academic 
adjustment. Career planning assistance should be made available to all students who are 
struggling academically. Additionally, perhaps a special orientation program or session 
for new students could include a large array of information about programs offered, 
course selections, how to register, support services, and a short individual advising 
session. This could be offered either to new students during orientation week, or possibly 
to prospective students during campus tours in the spring at both the university and high 
school levels. 
Finally, in terms of personality type, counsellors may need to assist students to 
develop their less favored preference to aid adjustment in a specific area. For instance, 
those who prefer Introversion and Judging may require assistance in developing the 
opposite preferences to aid in their social adjustment. Counsellors can aid these students 
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through developing ideas by discussion, by encouraging them to participate in university 
social activities, or provide peer or faculty mentors . Similarly, those who prefer 
Perceiving may require assistance developing the Judging preference to aid in academic 
adjustment. Counsellors could aid Perceiving students in organizing their schedules, 
setting and following timelines, or focussing on completion of assignments and other 
tasks. 
Future Directions 
In general, and contrary to the literature, the present study suggests that 
personality, as measured by the Myers Briggs Type Indicator, has limited use in 
explaining one's adjustment to university or college. First, the individual preferences 
Intuition, Sensing, Thinking, or Feeling made no contribution to any of the adjustment 
variables. Second, contributions made by the other preferences were relatively small 
with the exception of the contribution of Judging to academic adjustment. A replication 
of this study could be conducted using a larger sample, which may make it possible to 
examine MBTI whole type, as indicated in the literature, instead of individual 
preferences. Kalsbeek (1987) states that personality type data aids in understanding 
general trends in attrition and for helping students with career decision-making (p. 58). 
Therefore, future research might examine the relationship of whole type to attrition or 
career decision-making. However, it is recommended that future studies consider using 
other measures of personality factors, such as the Jackson Personality Inventory, which 
used college students in its norming sample to determine the role of personality in college 
adjustment. 
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It may also be worthwhile for future researchers to use, along with other 
measures, behaviourally-based measurements that assess how the student behaves in a 
variety of situations, such as in family conflicts, with friends, in classroom situations, 
with study habits, and the like. This information would aid the researcher in obtaining a 
clearer picture of the adjustment levels of each student as well as add to the knowledge 
base of college adjustment. 
Only four of the nine subscales in Anton and Reed's (1991) College Adjustment 
Scale were used in this study. In the present study, the four CAS subscales were shown 
to be directly related to the four SACQ subscales and the SACQ full scale. Therefore, 
future research might include the utilization of the entire CAS, examining the 
relationships between the two scales. 
Further studies exploring self-esteem and individual aspects of adjustment are 
needed to determine the nature and extent of the relationship between these two 
constructs. For instance, studies that explore the relationship between self-esteem and 
goal commitment/ institutional attachment at the bivariate level would be beneficial in 
determining which components of self-esteem are related to adjustment. Finally, further 
studies are needed to address why self-esteem plays such a strong role in all areas of 
college adjustment. 
Conclusion 
This study advances our knowledge about the complexities of college adjustment 
and whether personality type preferences play a role in that adjustment. The findings of 
this study are threefold and contribute to the body of knowledge relating to college 
adjustment. First, the results of this study provide the University ofNorthem British 
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Columbia with information relevant to its students and the current college adjustment 
measure in use. Second, it provides relevant information regarding the MBTI and how it 
relates to college adjustment. Finally, this study provides information about the other 
variables of interest and how they relate to college adjustment. 
Although the MBTI appears to have limited impact in college adjustment, it was 
found that personality type preferences do play a role in some specific aspects of college 
adjustment. The preferences for Extraversion and Perceiving were found to be related to 
social adjustment, whereas the preference for Judging was found to be related to 
academic adjustment. Further, in the presence of other variables, these three preferences 
continued to play significant roles in adjustment. However, while both Extraversion and 
Perceiving showed statistical significance, according to the Relative Pratt Index, neither 
preference met the cut off for variable importance. 
In terms of the other variables examined, other findings are as follows. Fewer 
self-esteem problems, fewer interpersonal problems, and living on campus (along with 
preferences for Extraversion and Perceiving) were found to be related to better social 
adjustment. Fewer career problems, fewer self-esteem problems, fewer interpersonal 
problems (along with the preference for Judging) were found to be related to better 
academic adjustment. Fewer self-esteem problems, living on campus, fewer interpersonal 
problems, fewer career problems, and fewer family problems were found to be related to 
better goal commitment/ institutional attachment. Finally, fewer self-esteem problems, 
fewer interpersonal problems, fewer career problems, and fewer family problems were 
found to be related to both better personal-emotional adjustment and better overall 
adjustment. The most significant finding of this study was that the self-esteem problems 
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subscale was a particularly effective indicator of all areas of adjustment as well as overall 
adjustment. 
Clearly, this study advances current knowledge concerning personality type, 
adjustment problems, and college adjustment for first-year students, and proved to be 
both valuable and useful to the researcher. Upcraft and Gardner (1989) said that first-year 
students "should be the target of inclusion, not exclusion ... they should be weeded in, not 
weeded out" (p. 5). Therefore, counsellors and other university personnel should remain 
cognizant of both individual and environmental factors, and the impact they may have on 
the adjustment of first-year students. 
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APPENDIXB 
Script for Soliciting Participants 
Hi, my name is Anne Norman and I am a Master's student here at UNBC. I am here 
today to invite you to participate in my thesis research. I am interested in the adjustment of 
first year students to university and whether personality type plays a role in that adjustment. 
I will be conducting research at UNBC on several different occasions between 
October 20th and November 4th. The criteria for participants are: you must be between he 
ages of 17 and 24 years old, and in your first or second semester of first year studies. So, 
those of you who have completed a full year or more prior to today are not eligible to 
participate. 
However, you do meet the criteria if you have completed one semester at another post 
secondary institution and have just transferred to UNBC. For those of you who are in PSYC 
101, this study guarantees participants 3% experimental bonus credits. 
I require a minimum of 125 first year students to complete 4 questionnaires, so please 
participate if you are able. If you would like someone to give you a call or send you an e-mail 
as a reminder, please check the box on the sign up sheet. Thanks very much for your 
attention. 
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APPENDIXD 
Research Project Title: The Role ofPersonality Type in College 
Investigator: Anne Norman 
Supervisor: Dr. Anita Hubley 
This consent form should give you the basic idea of what the research is about and what 
your participation will involve. If you would like more information about something not 
included on this form, please feel free to ask. 
The purpose of this research is to investigate the possible relationship between the 
personality types of participants, and their level of adjustment to college. Personality 
type will be assessed using the Myers-Briggs Type Indicator (MBTI), and college 
adjustment will be assessed using the Student Adaptation to College Questionnaire 
(SACQ). In addition, questionnaires are included that ask you about your thoughts and 
feelings concerning a career, friends, self-esteem, and family. It will take approximately 
50-60 minutes to complete all measures. 
All information collected will be kept m strictest confidence usmg the following 
methods: 
• participants will be asked to not place their name(s) on any of the questionnaires 
• participants will be identified only by number (that corresponds to numbers on the 
MBTI, SACQ, Selected CAS Questionnaire, and the Demographic Questionnaire) 
• the completed forms will be kept in a double locked storage unit 
• the researcher, research assistants and the supervisor will have the only access to the 
completed forms 
Your signature on this form indicates that you have understood to your satisfaction the 
information regarding your participation as a subject in this research project. You are free 
to withdraw from this study at any time. 
Signature of Participant Date 
(Please print name) 
I 
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APPENDIXE 
Debriefing Sheet 
Thank you for taking part in this graduate thesis project. The purpose of this study is to 
examine how personality characteristics relate to one's adjustment to the university 
environment. 
The Myers-Briggs Type Indicator (MBTI) is the most common personality indicator 
used with the general public in the world today. It assesses how a person prefers to: (1) 
focus his/her attention, either outside on people or events or inside on ideas and 
experiences, (2) take in information, either through the five senses or by focussing on the 
relationships and connections between facts, (3) make decisions, either objectively or 
subjectively, and (4) live in the outer world, either in a planned, orderly way, or a 
flexible, spontaneous way. 
The Student Adaptation to College Questionnaire (SACQ) assesses how a student is 
adjusting to college/university on four scales. These scales are: Academic Adjustment, 
Social Adjustment, Personal-Emotional Adjustment, and Goal Commitment/Institutional 
Attachment. 
The Demographic Questionnaire asks about your gender, age, place of residence, number 
of credits completed, current semester and year of study, and the month and year your 
studies began. The Selected CAS Questionnaire asks questions about your thoughts and 
feelings concerning your future career, self-esteem, friends, and family. 
If you have any questions about this study or any of the enclosed questionnaires, or if you 
are interested in a summary of the results, please address your request in writing to me at 
the address listed below. 
Anne Norman 
c/o Anita Hubley 
Psychology Dept. 
University ofNorthem British Columbia 
3333 University Way 
Prince George, BC 
V2N 4Z9 
Again, thank you for your participation in this research project. 
YOU MAY KEEP THIS SHEET FOR YOUR OWN RECORDS. 
I 
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APPENDIXF 
Demographic Information 
(Please put a check mark in the appropriate box, or fill in the blank for each question) 
1. What is your age in years? 
2. Are you? 
[J Male 
[J Female 
3. Where do you live, while at school? 
[J at home with parent(s) 
[J on campus (in residence) 
[J off campus 
4. How many credits have you completed? 
(note: most UNBC courses are 3 credits) 
[J 0-29 credits 
[J 30-59 credits 
[J 60-89 credits 
[J 90-119 credits 
[J 120 or more credits 
5. Have you transferred to UNBC from another Post Secondary Institution? 
[J Yes 
[J No 
6. What month and year did you begin your post secondary studies? 
7. What semester of study are you in now? 
[J First year - 1st semester 
[J First year - 2nd semester 
month year 
